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ABSTRACT
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Major Professor: Devon G. Brenner
Title of Study: Early childhood education: Stakeholders’ perspectives about kindergarten
readiness in Mississippi
Pages in Study 218
Candidate for Degree of Doctor of Philosophy
This qualitative study examined the perceptions and understandings of various
stakeholders in the early childhood sector of Mississippi about kindergarten readiness in
response to the implementation of more rigorous academic standards in kindergarten.
The participants (N=20) in this study were parent/guardians and teachers at 2 elementary
schools in Mississippi and various preschool programs that feed into them including
public pre-K, private child care, and Head Start. These perceptions and understandings
were compared with official documents including position statements of professional
organizations and learning standards.
The results of the study provide insight into the perceptions and understandings of
the participants as they experience the readiness process from preschool through
participation in kindergarten. The qualitative analysis showed that as more rigorous
standards have been implemented in kindergarten, all stakeholder groups are
experiencing high levels of pressure related to the testing and accountability requirements
related to the standards. This has caused a mismatch between the stated values of
kindergarten teachers and the practices they reportedly use as they shift to what I

conceptualized as more environmental-behaviorist teaching methods versus the socialconstructivist, play-based methods they believe to be more effective. The analysis also
revealed a breakdown in communication as kindergarten teachers expect the other
stakeholder groups to come to them to see what is happening in kindergarten. This is
driven by a mismatch between the standards and actual practices. A surprising finding is
that the perceived job satisfaction of preschool teachers seems to have improved as they
see themselves in a more vital role in the readiness process.
This study is organized into five chapters. Chapter I provides an overview and
rationale for the study. Chapter II includes a review of the literature which includes
historical perspectives about kindergarten readiness, theories of kindergarten readiness,
domains of readiness, and stakeholder perspectives of kindergarten readiness. Chapter III
provides the methodology for the study. Chapter IV presents the findings from the
analysis of data. Chapter V provides a discussion of the findings, suggestions for future
research, and implications for practice.

DEDICATION
I would like to dedicate this dissertation to the early childhood educators in
Mississippi who work tirelessly under overwhelming demands and with limited resources
to make a lasting and positive impact on the lives of children and families. Your
wholehearted commitment does not go unnoticed. I would also like to dedicate this work
to the memory of Dr. Dwight Hare who was an outstanding professor and friend. I was
privileged to know him. I would also like to dedicate this to the memory of another
wonderful friend, Dr. Janet McCarra.

ii

ACKNOWLEDGEMENTS
Many people were a tremendous support to me as I went through this process. I
would like to thank my children, Luci, Charlie, and Julia, for putting up with their father
working on a doctorate for much of their childhoods. I would also like to thank my
partner, Kevin Entrekin, for encouraging me as I spent some long days and nights
working on this dissertation. I thank my parents, Rudy and Terri Leffler, as well for
always wanting better things for me than they had for themselves. And I would like to
thank Dr. Devon Brenner for picking me up and sticking with me after two of my major
professors passed away and I experienced some personal trauma, even throughout her job
transitions and relocation to and back from Washington, D.C. I also would like to
acknowledge Dr. Julie Parker who inspired me to pursue graduate study so many years
ago and who has continued to support me as a colleague and friend over the years. I
would also like to extend appreciation to my current committee members, Dr. Stephanie
King, Dr. Kristin Javorsky, and Dr. Gail Lindsey. And finally, I would like to thank all
of my friends and family for your support.

iii

TABLE OF CONTENTS
DEDICATION .................................................................................................................... ii
ACKNOWLEDGEMENTS ............................................................................................... iii
LIST OF TABLES ............................................................................................................. ix
LIST OF FIGURES ............................................................................................................ x
CHAPTER
I.

NATURE OF STUDY ..........................................................................................1
Introduction ...........................................................................................................1
Background............................................................................................................2
Statement of the Problem ......................................................................................5
Purpose Statement .................................................................................................7
Theoretical Framework .........................................................................................8
Research Questions .............................................................................................10
Nature of the Study ..............................................................................................10
Significance of the Study.....................................................................................12
Delimitations and Limitations .............................................................................14
Definition of Terms .............................................................................................15

II.

REVIEW OF THE LITERATURE ....................................................................17
Historical Perspectives ........................................................................................18
History of Kindergarten .................................................................................18
History of School Readiness .........................................................................19
Conclusion .....................................................................................................25
Theories of Kindergarten Readiness ...................................................................26
Maturationist View ........................................................................................26
Environmental-Behaviorist View ..................................................................28
Social-Constructivist View ............................................................................29
Social-Interactionist View .............................................................................30
Domains of Readiness .........................................................................................31
Health and Physical Development .................................................................32
Social-Emotional Development.....................................................................34
Approaches Toward Learning .......................................................................38
Language Development .................................................................................40
iv

Cognition and General Knowledge ...............................................................42
Stakeholder Perspectives of Kindergarten Readiness .........................................47
Family Perspectives .......................................................................................48
Preschool Teachers’ Perspectives ..................................................................50
Kindergarten Teacher Perspectives ...............................................................53
Summary..............................................................................................................56
III.

METHODOLOGY .............................................................................................58
Introduction .........................................................................................................58
Research Questions .............................................................................................60
Rationale ..............................................................................................................60
Context ................................................................................................................61
South Child Development Center ..................................................................62
Beachview Elementary School ......................................................................63
North Elementary School ..............................................................................63
Research Design ..................................................................................................64
Researcher’s Role ................................................................................................65
Participant Selection ............................................................................................67
Informed Consent and Permission Procedures ....................................................68
Gaining Access and Entry ...................................................................................69
Data Collection ....................................................................................................69
Interviewing .........................................................................................................69
Field Notes...........................................................................................................71
Archival Documents ............................................................................................72
Classroom Documents ...................................................................................72
Official Documents .......................................................................................73
Data Analysis.......................................................................................................75
Coding of the Data.........................................................................................76
Member Check ..............................................................................................77
Summary..............................................................................................................78

IV.

RESEARCH FINDINGS ....................................................................................80
Participants ..........................................................................................................80
Document Review ...............................................................................................83
Findings Reported by Research Question ...........................................................89
Reporting Transcript Data ...................................................................................90
Research Question # 1 (Part A) ...........................................................................90
Research Question # 2 .........................................................................................90
Increased Focus on Academics in Pre-K and Kindergarten ..........................92
Kindergarten teachers ..............................................................................93
Pre-K teachers. ........................................................................................94
Parent/guardians. .....................................................................................96
Documents. ..............................................................................................96
Conclusion. ............................................................................................100
v

Environmental-Behaviorist Approach to Instruction Overtaking
Kindergarten ....................................................................................101
Kindergarten teachers. ...........................................................................102
Pre-K teachers. ......................................................................................102
Parent/guardians. ...................................................................................103
Documents. ............................................................................................103
Conclusion. ............................................................................................107
Decreased Focus on Physical Development ................................................107
Kindergarten teachers. ...........................................................................108
Pre-K teachers. ......................................................................................108
Parent/guardians. ...................................................................................109
Documents. ............................................................................................109
Conclusion. ............................................................................................109
Pre-K Experiences Important for Success in Kindergarten .........................110
Kindergarten teachers. ...........................................................................110
Pre-K teachers. ......................................................................................111
Parent/guardians. ...................................................................................113
Documents. ............................................................................................114
Conclusion. ............................................................................................115
Teacher Job Satisfaction ..............................................................................115
Kindergarten teachers. ...........................................................................115
Pre-K teachers. ......................................................................................116
Parents/guardians. ..................................................................................117
Documents. ............................................................................................118
Conclusion. ............................................................................................118
Pressure........................................................................................................118
Kindergarten teachers. ...........................................................................118
Pre-K teachers. ......................................................................................121
Parent/guardians. ...................................................................................122
Documents. ............................................................................................123
Conclusion. ............................................................................................124
Research Question # 1(Part B) ..........................................................................125
Research Question # 2 .......................................................................................125
Communication ...........................................................................................125
Kindergarten teachers. ...........................................................................126
Pre-K teachers. ......................................................................................127
Parent/guardians. ...................................................................................128
Documents. ............................................................................................129
Social-Constructivist Approach to Instruction ............................................131
Kindergarten teachers. ...........................................................................131
Pre-K teachers. ......................................................................................132
Parent/guardians. ...................................................................................133
Documents. ............................................................................................135
Social-Emotional Learning ..........................................................................136
Kindergarten teachers. ...........................................................................137
vi

Pre-K teachers. ......................................................................................138
Parent/guardians. ...................................................................................139
Documents. ............................................................................................141
Structure ......................................................................................................142
Kindergarten teachers. ...........................................................................143
Pre-K teachers. ......................................................................................143
Parent/guardians. ...................................................................................144
Documents. ............................................................................................145
Parental Involvement ...................................................................................147
Kindergarten and pre-K teachers. ..........................................................147
Parent/guardians. ...................................................................................148
Documents. ............................................................................................148
Summary............................................................................................................148
V.

SUMMARY, DISCUSSION, AND RECOMMENDATIONS ........................150
Summary and Discussion ..................................................................................150
Impact of Assessment Versus Standards .....................................................151
Mismatched Values of Kindergarten Teachers and Reported
Practices ...........................................................................................153
Trust in Communication ..............................................................................158
Shifts in Teacher Job Satisfaction ...............................................................162
Recommendations for Future Research .............................................................166
Impact of Social-Emotional Skills on Academic Progress ..........................166
Instructional Practices in Pre-K ...................................................................166
Student Maturity and Mastery of Standards ................................................167
Impact of Changes Resulting from the Implementation of ESSA ..............167
Early Childhood Teacher Education ...........................................................168
Implications for Practice....................................................................................168
Train Teachers and Administrators in Play-Based Instruction for
Early Childhood...............................................................................168
Facilitate Accurate Interpretation and Multiple Measures of
Standards .........................................................................................169
Focus on Physical Development .................................................................170
Invest in Quality Pre-K Experiences ...........................................................171
Give Teachers a Voice in How They Are Measured ...................................172
Provide Teacher Supports............................................................................172
Communicate Early and Frequently ............................................................173
Implement Enhanced Approaches to Learning in Kindergarten .................174
Provide Social-Emotional Professional Development ................................176
Provide More Balanced Classroom Structures ............................................177
Communicate and Collaborate with Parents ...............................................177
Concluding Statements ......................................................................................178

REFERENCES ............................................................................................................... 180
vii

APPENDIX
A.

IRB APPROVAL ..............................................................................................198

B.

PRINCIPAL’S CONSENT LETTER ...............................................................200

C.

SUPERINTENDENT’S CONSENT LETTER.................................................202

D.

UNIVERISITY LABORATORY SCHOOL PROGRAM DIRECTOR’S
CONSENT LETTER ............................................................................204

E.

INFORMED CONSENT FOR TEACHER PARTICIPANTS .........................206

F.

INFORMED CONSENT FOR PARENT/GUARDIAN PARTICIPANT .......209

G.

RECRUITMENT TRANSCRIPT .....................................................................212

H.

INTERVIEW GUIDE .......................................................................................214

viii

LIST OF TABLES
1

Parent/Guardian Participants. ..........................................................................82

2

Teacher Participants. ........................................................................................83

3

Example of the Mississippi Prekindergarten Early Learning Standards
Crosswalk (Early Childhood Institute, n.d., p. 10) ..............................85

4

Recommended Teaching Practices During the Preschool Years from
“Learning to Read and Write: DAP for Young Children” (n.d.,
p. 9) ......................................................................................................86

5

Recommended Teaching Practices in Kindergarten and Primary
Grades from “Learning to Read and Write: DAP for Young
Children” (n.d., p. 10) ..........................................................................87

6

Indicators of Effectiveness from NAEYC & NAECS/SDE Position
Statement (2003, p. 2) ..........................................................................87

7

Section 2 of “Developmentally Appropriate Practice in Early
Childhood Programs Serving Children from Birth through Age
8” (NAEYC, 2009, pgs. 17-20). ..........................................................88

8

Section 3 of “Developmentally Appropriate Practice in Early
Childhood Programs Serving Children from Birth through Age
8” (Copple & Bredekamp, 2009, pgs. 20-21). .....................................89

ix

LIST OF FIGURES
1

Social-Interactionist Theoretical Framework. .................................................78

x

NATURE OF STUDY
Introduction
Quality preschool education has been credited with both supporting the healthy
development of young children and promoting their readiness for school (Copple &
Bredekamp, 2009; Elliott & Olliff, 2008; Fontaine, Torre, & Grafwallner, 2006; Umek,
Kranjc, Fekonja, & Bajc, 2008; Welsh, Nix, Blair, Bierman, & Nelson, 2010; Wright,
Diener, & Kay, 2000). The brain research of recent decades (Elliott & Olliff, 2008;
Rushton, Juola-Rushton, & Larkin, 2010; Rushton & Larkin, 2001) has pointed to the
essential nature of the experiences of young children in their preschool years. Fontaine et
al. (2006) reported that studies like the Carolina Abecedarian Project and the Perry
Preschool Project have indicated long-term advantages for children who attend quality
preschool programs, particularly for children with risk factors such as growing up in
poverty.
These previous studies investigated advantages produced by programs with a
play-based, developmentally appropriate philosophy with an emphasis on the socialemotional skills. The standards movement of recent years and implementation of both
Common Core State Standards (CCSS) and locally developed standards in many states in
the United States has created a shift to a more academically focused kindergarten
classroom (Rushton et al., 2010). The present study sought to understand the perceptions
1

of parents and teachers in the early childhood education sector of Mississippi about the
impact of standards on preschool and kindergarten experiences. Additionally, the study
investigated how these perceptions related to established policies, early learning
standards and position statements.
This introduction begins with background information on the status of the
preschool education service delivery in Mississippi. The problem of the gap that has
developed between an emphasis on social-emotional preparation in the preschool
classroom and the increasing academic rigor of the academic standards focused
kindergarten classroom is then established, followed by the intent of the study and how
the study builds on previous research, the methods to be used, and the study participants.
A theoretical framework based on social-interactionism is then established, as well as
three specific research questions. Finally, the nature of the study is discussed, the
significance of the study in providing a potentially important identification of the
perceptions of various stakeholders representing subsystems of the greater early
childhood sector is established, and key terms are defined.
Background
Quality preschool education has consistently been shown to be a key economic
indicator. Economist Robert Lynch (2004) has identified cost-benefit ratios between
$6.97 to $12.30 for every dollar invested in quality preschool options. While some
federal funds have been leveraged to promote quality in preschool classrooms in
Mississippi, the state has only recently begun to make investment of state dollars
(Barnett, Carolan, Fitzgerald, & Squires, 2011).
2

In an effort to address the quality of care in Mississippi, a voluntary system was
implemented in 2009 to rate the quality of childcare programs in the state. As of 2010,
over 400 of these licensed child care programs were participating in the Mississippi Child
Care Quality Step System. This program has provided for some of the early childhood
workforce to pursue a credential or college degree. It has also resulted in the
enhancement of technical assistance and professional development programs to enhance
the skills of the childcare workforce (State Early Childhood Advisory Council, 2010).
Blueprint Mississippi, the Mississippi Economic Council’s long-range economic plan for
the state, recently highlighted the need to make bold investments in preschool education
to increase the educational achievement level of Mississippians. This includes the
development of a quality early childhood education and development system that
combines the impact of federal, private, and state support. The recent efforts of programs
such as the Mississippi Building Blocks program, a program that provides literacyfocused technical assistance for child care centers; Excel by Five, a program that
promotes community involvement in early childhood; and the Quality Stars program
which provides quality ratings for child care centers have placed Mississippi on track for
quality improvements (Committee for Economic Development, 2011).
Until recently, Mississippi was one of only 10 states in the nation and the only
state in the Southeast that did not provide state-funded preschool programming. Yet,
Mississippi has leveraged federal funding so that over 25% of three-year-olds and 39% of
four-year-olds are served in federally funded programs such as Preschool Special
Education and Head Start. Another large percentage of Mississippi’s children are served
in private, tuition-based preschool programs (Barnett et al., 2011).
3

However, due to limited funding at the state level for early childhood programs in
Mississippi, federally funded and private early care facilities are the only options outside
of the home to provide the preschool educational experiences necessary to prepare
children for school. While the federally funded programs such as Head Start are
provided with some accountability standards, the private childcare programs are required
to do little more than protect the health and safety of young children (State Early
Childhood Advisory Council, 2010). This lack of accountability may lead to lower
quality programs. And Mississippi may be losing ground with the recent announcement
that the Mississippi Department of Human Services is pulling the contract for the Early
Years Network operated by the Mississippi State University Extension service and its
partners. This one-stop shop for early childhood services manages the quality rating and
improvement system in the state (Butrymowicz & Mader, 2016).
In sharp contrast, Mississippi has been a leader in implementation of quality early
learning standards. As Mississippi lags behind much of the nation in providing statefunded programs for young children, it is ahead of many states in terms of providing
comprehensive early learning standards for infants, toddlers, and preschoolers (State
Early Childhood Advisory Council, 2010). The language arts and mathematics standards
for three and four-year-old children have been revised recently to reflect alignment with
CCSS for kindergarten (Mississippi Department of Education, 2013a; 2013b).
The implementation of the CCSS and more recently the Mississippi College and
Career Readiness Standards for English Language Arts and Mathematics (MCCRS)
(Mississippi Department of Education, 2016) have highlighted a divide between the
developmental emphasis of preschool and the increased academic focus of kindergarten.
4

Some professionals fear that preschool programs are going to be pressured to adopt
inappropriate practices such as isolated skill instruction and rote memorization to teach
literacy concepts due to pressure from local school districts to prepare children for the
common core guidelines (Zubrzycki, 2011). The present study sought to identify the
perceptions of various stakeholders in the early childhood education sector of Mississippi
including kindergarten teachers, preschool teachers, parent/guardians of kindergarteners,
and parent/guardians of preschoolers about the impact of standards on preschool and
kindergarten experiences. The study further examined if there are understandings about
experiences that promote kindergarten readiness and then compared these perceptions
with established policies, early learning standards and position statements.
Statement of the Problem
The early childhood sector in Mississippi has long struggled to provide the types
of quality early learning experiences necessary to promote kindergarten readiness and
ultimately later school success. While there has been overwhelming support for a
developmentally appropriate preschool experience contributing to kindergarten readiness
as well as other long-term personal and societal benefits in the past (Copple &
Bredekamp, 2009; Elliott & Olliff, 2008; Fontaine et al., 2006; Umek et al., 2008; Welsh
et al., 2010; Wright et al., 2000), the emergence of higher academic rigor as measured by
the standards movement may have changed the type of early childhood experiences
necessary for success in formal schooling. With the implementation of new standards in
kindergarten, research is important to verify that the content and methods used to prepare
children for kindergarten continue to be effective. Equally important is determining what
stakeholders from the various subsystems of the early childhood sector perceive this
5

impact to be, as well as their understandings of experiences that promote kindergarten
readiness and how these relate to established policies and position statements.
Kindergarten used to be a continuation of focus on psychosocial development,
which served as a bridge to the more academically focused primary classrooms. With the
implementation of recent educational policies including the standards movement, the
kindergarten classroom has become more academically focused (Mokrova, O’Brien,
Calkins, Leerkes, & Marcovitch, 2013; O'Connor, 2012). Previous literature on early
childhood education promoted a focus on social skills in a developmentally appropriate
classroom environment as an important focus of preparing children for kindergarten.
Because of this, a focus on teaching social skills was considered an appropriate practice
in preschool education (Copple & Bredekamp, 2009; Elliott & Oliff, 2008; Umek et al.,
2008).
As more academically focused standards are implemented in kindergarten, a
definition for kindergarten readiness may need to be redefined, as well as how this new
definition changes the way that preschool programming should be structured. If the
structure of preschool needs adjustments, varied subsystems of the larger preschool
education system in the state will also need to be coordinated based on a common
position to provide the highest levels of quality education for young children. For
example, the majority of preschool classrooms in the state are evaluated on process
quality that focuses on the developmental appropriateness of actual experiences that
occur in the preschool setting including adult-child interactions, the types of activities in
which children participate, health and safety provisions, available materials, and
relationships with parents using the Environmental Rating Scales (ERS) as the primary
6

measure of the effectiveness of instruction (Grace & Shores, 2008). If various
stakeholders identify core competencies that are not considered best practice in terms of
developmental appropriateness, as measured by assessments such as ERS, data may need
to be collected to determine how these perceptions may be negatively impacting
preschool programming.
Additionally, decisions about how to better inform public or policy stakeholder
perceptions to better understand evidence-based, developmentally appropriate preschool
may be necessary. For example, preschool policy in Mississippi tends to focus childcare
licensing standards that include structural quality indicators such as teacher to child
ratios, group sizes, and square footage of facilities or specific content standards for
preschool as determined by the Mississippi Department of Education (State Early
Childhood Advisory Council, 2010). If the nature of kindergarten is changing, policies
and perceptions impacting how preschool programming is implemented in the state may
need to be adjusted to better prepare children and families for kindergarten.
Purpose Statement
Early learning is important for all children (Umek et al., 2008). Quality preschool
has been indicated as a core component in developing school readiness skills, particularly
for children with various risk factors including developmental delays and poverty.
Findings from brain research (Elliott & Olliff, 2008; Rushton et. al., 2010; Rushton &
Larkin, 2001) further provide support for the need for quality preschool experiences.
These gains are not realized just because a child participates in preschool programming.
Children of parents with higher levels of educational attainment and enhanced
socioeconomic status may not benefit from preschool as much as at risk children.
7

However, it is increasingly becoming more of an issue about what and how children learn
than when learning should take place. Additionally, high quality programs produce the
kinds of readiness skills that close the achievement gaps for students experiencing risk
factors better than lower quality programs (Fontaine et al., 2006).
High quality programs are important, but not all stakeholders share the same
definition of or perceptions about what constitutes high quality preschool or the role of
preschool education. Because perceptions about what constitutes high quality education
impact policy and practice, it is important to identify stakeholders’ perceptions in a time
of changing standards and expectations. The purpose of the present study was to
examine the impact of the implementation of more rigorous academic standards in
kindergarten. The study examined the perceptions of various stakeholders in the state’s
early childhood sector about how preschool and kindergarten may have changed and
what experiences in preschool education are understood to facilitate kindergarten
readiness. Additionally, the present study sought to explore how these perceptions and
understandings compared to established educational policies, early learning standards,
and the position statements of early childhood professional organizations. The study
investigated the perspectives of a sample of stakeholder representatives from the early
childhood sector in Mississippi including parent/guardians of kindergarteners,
parent/guardians of preschoolers, preschool teachers, and kindergarten teachers.
Theoretical Framework
The study sought to identify multiple perceptions about kindergarten readiness
and how children should be prepared in preschool for kindergarten. To do this, a
theoretical framework was selected that allowed for understanding the role of perceptions
8

and how to analyze perceptions. Additionally, the framework served as a guide to
evaluate how these perceptions impact the implementation of services and policy
decisions. Ultimately, the theory assisted in framing multiple views on preschool
programming that support kindergarten readiness while providing support to understand
the role of these various views on the participation of stakeholders in a larger service
delivery system.
The social-interactionist perspective served to provide a theoretical framework
that included a combination of a maturationist perspective on kindergarten readiness, the
environmental-behaviorist framework that provides linkage between behavior and
learning in the context of educational skills and knowledge, and the social constructivist
perspective that views readiness in terms of the perspectives of the greater community
(Dockett & Perry, 2002). By adding social identity theory as an extension to the
theoretical framework of the study, the individual perspectives and how these
perspectives influence personal identity and group participation based on the roles
derived from meanings individuals assign to phenomena and themselves were able to be
evaluated (Carter, 2013). This model works particularly well to analyze intergroup
relations and applied issues. It does this by emphasizing that group identities play a
critical role in behaviors, self-categorizations influence behavior of individuals in group
settings, working with social identities between groups creates synergy, and intervention
becomes a political process because it involves the management of social identity
(Haslam, 2014).
The social-interactionist perspective is often used in qualitative studies,
particularly those investigating family and community issues such as kindergarten
9

readiness (Dockett & Perry, 2002; Nelson & Quintana, 2005). The social identity theory
has been used in previous studies involving decisions about pedagogy, well-being and ingroup bias, and department reorganization (Mills, Bettis, Miller, & Nolan, 2005Tapper,
2013; Yampolsky, Amiot, & de la Sablonniere, 2013). The combination of these
perspectives worked well as a framework for both analyzing various pedagogical
approaches and how individual perspectives impact personal identity and group
membership impacting policy and practice.
Research Questions
Because this study sought to gain deep understanding of perspectives of various
stakeholders in the early childhood sector of Mississippi, qualitative methods were used
to address two research questions. These questions included:
(1) What are the perceptions of parents and teachers in the early childhood sector
of Mississippi about the impact of standards on preschool and kindergarten
experiences, and are there understandings about experiences that promote
kindergarten readiness?
(2) How do these perceptions and understandings compare to established early
childhood education policies, Early Learning Standards, and position statements
of early childhood professional associations?
Nature of the Study
Data for this study were collected from the following sources: (1) semi-structured
interviews with the participants, (2) focus groups with a cross-section of the participants
and (3) collections of pertinent documents such as teacher lesson plans, student work
10

samples, the MCCRS for English Language Arts and mathematics in kindergarten,
Mississippi’s Early Learning Standards, public policy documents, and the position
statements of national associations. The participants were chosen based on their
stakeholder role in the early childhood sector of Mississippi. Identified stakeholders
included preschool teachers, parents of preschoolers, kindergarten teachers, and parents
of kindergarteners. Data obtained from the interviews were merged to create a matrix
based on key topics from the guide used for the interviews as well as unexpected themes
that emerged. Along with the interview data, information from the focus group transcripts
and archival data were recorded in matrix format to organize supporting information
related to these topics and themes. This matrix ultimately was formatted for a constant
comparison analysis. Consistencies in themes and concepts were attained through
comparisons of responses of the study participants and information found in archival
documents. Included in this matrix and subsequent analysis were data collected through
the casual conversations with the participants to determine themes and concepts that were
common within all the participants.
Trustworthiness of qualitative research is established in a number of ways
including credibility, transferability, dependability, and confirmability (Shenton, 2004).
To establish credibility and dependability, well-established qualitative research methods
were used for the study. I have conducted two similar studies with similar methods.
Some attributes contributing to the credibility of the proposed study included open-ended
interview and focus group questions to facilitate honesty of informants, the opportunity
for participants to refuse to participate, frequent debriefing with more seasoned
researchers serving as faculty mentors, peer scrutiny of the manuscript to be prepared, a
11

researcher with a high level of experience in the field, member checks of analysis of data,
thick descriptions of participant responses, and an examination of previous findings from
similar studies.
Trustworthiness in the forms of both credibility and confirmability is enhanced in
the triangulation of data sources used in the study design. At least four participants
representing each of the types of stakeholders were selected by way of purposeful
sampling to ensure that consistent data were driving themes and concepts that emerged
through the analysis versus researcher bias. An additional layer of triangulation was
provided by looking at multiple data sources including participant interviews, focus
groups, and archival data.
While qualitative research is designed to report on a specific context, which limits
generalizability, the findings from qualitative research are connected to a larger whole
and others find themselves to be in settings or contexts that are similar may apply these
findings to their situations (Shenton, 2004). Because many states are implementing the
CCSS and other academic standards, it is possible that other groups will find the
knowledge produced by the proposed study to be useful to their contexts. This enhances
the trustworthiness of the study by providing an aspect of transferability.
Significance of the Study
It appears that academic standards being implemented in kindergarten may have
created a divide between how various stakeholders of the early childhood education
sector in Mississippi perceive what experiences should be implemented in preschool
classrooms. Zubrzycki (2011) discussed how the implementation of academic standards
like the CCSS has complicated early childhood education in that educators must now
12

focus on both social development and academic rigor in children. The present study may
lead to a greater understanding among the diverse stakeholders in the early childhood
sector about current contexts informing potential public policy and programmatic
changes that will lead to programs better preparing students to be ready for kindergarten.
One major implication of this study is to inform state government in Mississippi about
how preschool programs should be addressed at the state level. A recent legislative
session resulted in state funding for preschool programs for the first time in history
(Southern Early Childhood Association, 2013). As the implementation of the CCSS in
K-12 is the responsibility of the state department of education, agencies may determine
that monies would best be used by providing a state funded public option for
preschoolers. This would be a major public policy issue as the expense would be so great
that legislative action would have to be taken to appropriate necessary resources (Pianta,
Barnett, Burchinal, & Thornburg, 2009).
Another implication is to allow the researchers to have a basis for the positive and
negative aspects of the standards movement. The implementation of many academic
standards including the CCSS is relatively new and further research will need to be
conducted to provide greater insight into the impact of the standards movement on policy
around preschool in the state (Zubrzycki, 2011).
Yet another implication is to inform the Mississippi child care quality rating and
improvement system about potential adaptations to supports for preschool programs and
the way quality of childcare programs are measured. There may be enhancements to
training, technical assistance, and evaluation tools that can be used alongside or instead
of current methods and measures to enhance and determine program quality that leads to
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school readiness. Another very important implication of this research would be
identifying stakeholders’ perceptions and how these perceptions compare to state and
national standards. Finally, this study could be a catalyst for future investigation as to
how the Developmentally Appropriate Practices position of many professional
organizations including the National Association for the Education of Young Children
(NAEYC) fits within the context of the early childhood delivery system (Copple &
Bredekamp, 2009).
Delimitations and Limitations
Limitations of this study include researcher bias, self-reported data, demographic
make-up of the sample population, and limited literature on this topic with the
population. I was aware that professional responsibilities could pose potential biases for
myself and some of my study participants. Also, this study was conducted with a sample
of stakeholders in a largely impoverished and rural state in the Southeastern United
States. While this study could lead to similar investigations in other geographic regions
to create a body of research to inform position statements and practices, the results of this
study would initially be generalized, at best, to a state in which the research is conducted.
While the findings from this study may not be generalizable to other populations, the rich
description of the stakeholders’ experiences will add to the body of literature on school
readiness.
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Definition of Terms
Some clarification of terms used in this report will aid the reader in understanding
the information presented:
Academic Skills – specific skills in reading, writing, mathematics, science, and
social studies.
Academic Instruction - instructional practices that are more academically based
and teacher-centered with specific skills in content areas such as language,
literacy, mathematics, science, and social studies being taught in isolation.
Developmentally Appropriate Practices (DAP) – intentional child-centered
instructional practices based on a social-constructivist theoretical
framework (Copple & Bredekamp, 2009).
Environmental-Behaviorist Instructional Practices – teacher-directed instruction in which
the teacher usually stands up front and presents or models academic
information for students, and uses drill and practice type assignments to
highlight specific academic skills usually in the form of worksheets.
Kindergarten – The school year primarily for five-year-olds and prior to the first
grade (Heaviside & Farris, 1993). In the particular state in which this
study will be conducted, a child is required to be age five by the first day
in September to begin kindergarten (Mississippi Department of Education,
2012).
Pre-K - the educational programs for children ages three to five years, before
the children enter a kindergarten program in a private or public school.
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School Readiness - The combination of qualities and competencies across five
domains of school readiness that a student possesses upon kindergarten
entry as defined by the National Educational Goals Panel (Copple, 1997):
(a) health and physical development; (b) personal and social development;
(c) approaches to learning; (d) language development; and (e) cognitive
and general knowledge. This term is used interchangeable with the term
kindergarten readiness.
Social-Constructivist Instructional Practices – more student-centered instruction
that allows children to be hands-on and engage in social interactions and
decision making in real life experiences to facilitate their learning.
Social-Emotional Skills - skills such as self-regulation, managing strong emotions,
persisting on tasks, getting along with others, following directions and
rules, cooperating with others, and self-help skills that promote success of
children in the early childhood classroom environment.
Stakeholder - a representative of a subsystem of the larger early childhood
education sector in Mississippi.
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REVIEW OF THE LITERATURE
This literature review is designed to provide an analysis of the research on
kindergarten readiness as it pertains to historical philosophical and theoretical positions
and perspectives of various stakeholder groups. The review begins by providing a brief
historical perspective on the emergence of kindergarten in the United States, followed by
an overview of the concept of school readiness as it relates to historical education policy
initiatives in the United States. The review continues with theoretical perspectives
impacting perceptions of kindergarten readiness including the maturationist,
environmental-behaviorist, social-constructivist, and social-interactionist views,
establishing the social interactionist perspective as the theoretic model for the current
study. As a clear definition of kindergarten readiness has not been established, domains
of kindergarten readiness identified by the National Education Goals panel (Kagan,
Moore, & Bredekamp, 1995) and validated by two landmark kindergarten readiness
studies are then reviewed to provide a context for considering perspectives of readiness.
These domains include health and physical development, social and emotional
development, approaches toward learning, language development, and cognitive and
general knowledge. To conclude, literature about various stakeholder perspectives on
kindergarten readiness is reviewed.
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Historical Perspectives
History of Kindergarten
Freidrich Froebel, often referred to as the “Father of Kindergarten,” coined the
new term “kindergarten” in 1840 for the institution established in Germany to educate
and care for young children (Shapiro, 1983). He viewed child’s play as a form of
learning and believed that children begin to learn as soon as they engage with the world
around them. This philosophy of education led to his advocacy for highly trained
kindergarten teachers to support young children in making analogies between concrete
objects in the environment and abstract concepts like self-concepts or colors (RichieSharp, 2002).
Froebel’s followers introduced kindergarten in the United States beginning in
1848 (Shapiro, 1983). Consequently, training institutes were established to prepare
kindergarten teachers. Public interest for kindergarten began to increase between 1890
and 1910. Until then, kindergarten programs were largely housed in philanthropic
organizations such as churches (Braun & Edwards, 1972). Kindergarten began to be
viewed as a possible solution for problems plaguing public schools, such as educating
impoverished children. The first public kindergarten classrooms were established in
large cities such as Philadelphia and Boston. By the second decade of the 20th Century,
33 states initiated statutory or constitutional amendments making the way for public
school offering of kindergarten classes, resulting in 12% of kindergarten-age children
receiving free kindergarten at a local public school (Shapiro, 1983).
The 1957 launch of the Russian satellite Sputnik brought renewed widespread public
attention to kindergarten. Critics took advantage of this public spotlight to portray
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kindergarten instruction as too permissive and lacking in intellectual stimulation.
Subsequent school reform efforts resulted in a revival of the Montessori approach in
kindergarten (Shapiro, 1983). This type of programming emphasizes natural exploration,
when children act on their classroom environment and engage in activities that inspire
learning versus being directed by a teacher and was the staple of most kindergarten
classrooms for many years (Seldon, 2007). However, a shift began in the 1980’s from
the more play-based experiential approach to more of an academic focus in kindergarten.
More recent initiatives such as No Child Left Behind (NCLB, 2002) and the
implementation of the CCSS have pushed kindergarten toward an even more academic
focus. In a recent report from Defending the Early Years, Carlson-Paige, McLaughlin
and Almon (2015) argue that no research documents long-term gains from a heavy
academic focus in kindergarten and that greater gains from an active, play-based program
are strongly supported in the literature. Because the design of the classroom has a direct
impact on how children learn and on school readiness, it is important to gain
understanding of how stakeholder perspectives align with evidence from research.
History of School Readiness
The culmination of the competencies a child may or may not possess when
entering early childhood programs can be referred to as “readiness” (Dockett & Perry,
2002). In the past, school readiness was defined by a child’s age. However, today it is
regarded as a much more complex paradigm. The definition of readiness differs
according to the perspectives, whether theoretical or social, embraced by different groups
of people and is not plainly stated, yet it impacts important decisions concerning young
children and preschool programs (Dockett & Perry, 2002). A true, universal definition of
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school readiness has not been defined through prior research (Barbarin et al., 2008;
Diamond, Reagan, & Bandyk, 2000; Graue, 2006;).
The term “readiness” began to emerge in educational discussions and writings in
the 1920’s. A high failure rate of first graders caused educators to begin to evaluate
methods to improve children’s outcomes in the early childhood years of schooling.
During this time period, readiness focused solely on reading readiness, but there was
emerging research on mathematics readiness. Due to the focus on reading, readiness
discussions focused on experiences that promoted things like increased vocabulary, the
correct pronunciation of words, and desire for reading (May & Campbell, 1981).
Even with greater focus on readiness skills, criticism of the nation’s public schools was
on the rise again by the 1980’s. Seven task forces were organized by the National
Governor’s Association to examine public education and to make recommendations
about possible improvements (Ravitch & Vinovskis, 1995). A specific task force was
organized to create recommendations to promote school readiness. In a review of the
Task Force on Readiness report, Ravitch and Vinoyskis (1995) summarized the
recommendations saying that:
(a) states must develop initiatives to help at-risk preschool children come ready
for school, (b) provide all parents of preschool children with information on
successful parenting practices, (c) stress continued improvement of
developmental and educational programs in existing day care centers for
preschooler children through accreditation, teacher credentialing, and staff
development; and (d) develop state and local structures through which various
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public and private agencies can work together to provide appropriate programs for
young children and new parents. (p. 251-252)
The Task Force also identified several indicators of school readiness that focused on the
cognitive concerns of young children. These cognitive readiness indicators included
providing Head Start programs to eligible children, providing at-risk preschool children
with high quality preschool programming, and providing early screening for potential
developmental delays for preschool children. The final indicator stated that there would
be an increase in the number of kindergarteners entering school ready to do school work.
This indicator would be assessed with a national assessment tool to be created at a later
date. These recommendations suggest that by the 1980’s, top leaders were redefining
readiness once again.
This renewed interest in readiness would contribute toward a continued thrust at
the end of that decade and subsequent ones for increasing focus on accountability that
would impact what it means to be ready for kindergarten. George H.W. Bush
campaigned in 1988 with a promise to be a President interested in educational issues. He
convened another gathering of the nation’s governors in 1989 to work on ways to
enhance education. As a result of this meeting, six national goals for education were
identified and communicated via the 1990 State of the Union address and released in the
National Education Goals Panel (1991) report, Building a Nation of Learners. This
report set forth a set of key goals to improve the current state of education. The first goal
focused on school readiness and stated, “By the year 2000, all children will start school
ready to learn” (National Education Goals Panel, 1991, p. vi). It addressed the following
topics: children’s health index, immunizations, low birth weight, early prenatal care, and
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preschool programs for children with disabilities. The focus of education across the
country quickly turned to early childhood programs and the development of processes
and procedures to identify school readiness skills children exhibit in order to be
successful in the educational setting.
However, measuring school readiness and progress towards meeting the first goal
were difficult challenges, as evidenced by the first annual report of the National
Education Goals Panel (1991). Bush’s first stated goal, that all children would start
school ready to learn by 2000, was the only goal that had no specific results reported. It
had proven difficult to provide a direct measure of children arriving at school ready to
learn (Ravitch & Vinovskis, 1995). Because school readiness was emerging as a
challenging field for researchers, policy makers, and educators, and coming to an
agreement on a specific definition for school readiness and identifying appropriate
measures would continue to present a challenge.
With the establishment of the George W. Bush administration in 2001 came yet
another renewed focus on education policy and the implementation of the NCLB reform.
This may have been the most significant public education legislation in the past 35 years
(Peterson & West, 2003) and among its many impacts was an increased focus on
accountability that would cause concern in how stakeholders viewed children as being
ready for kindergarten. The bipartisan NCLB educational policy established mandates at
the federal level for performance standards and consequences for not meeting them.
Previously, public education reform had been considered the responsibility of individual
states under the Constitution (Hess & Finn, 2004). The timing of the legislative debate
just after the terrorist attacks of September 11, 2001 made for a legislature desiring to
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show a united government working together. Congress speedily passed NCLB in the last
months of 2001 because of this increased pressure for bipartisan support (Sunderman,
Kim, & Orfield, 2005).
Under NCLB, the federal government began to use its Title I funding to the states
as leverage to compel states to adopt NCLB and to reward states that made progress with
achievement. NCLB advocates believed that school accountability and the standardsbased movement was the means to implement wide-scale public education reform that
would transform the public school system into a more beneficial model for all students.
This included a specific focus on disadvantaged student populations in an effort to ensure
a uniform achievement level according to state standards. However, neither kindergarten
readiness nor an alignment of preschool with the subsequent educational continuum was
explicitly stated in NCLB (Borowski & Sneed, 2006; Haycock, 2006). Thus, it was left
for educators at the local level to determine how kindergarten programming should be
transitioned for schools to meet accountability measures without specific guidance for
curricular alignment and a clear definition of readiness.
Another shift that impacted how readiness for kindergarten is perceived happened
more recently. The National Governors Association and Council of Chief State School
Officers released new national curriculum standards for primary and secondary language
arts and mathematics in 2010 called Common Core State Standards (CCSS). President
Obama praised the CCSS in his 2011 State of the Union address and introduced the
federal Race to the Top competitive grant program, which was designed to incentivize
states to adopt the CCSS (Cooper, 2011). Like the NCLB, the CCSS provided no
specific alignment with preschool. Instead, the CCSS focused on college and career
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readiness and outlines what skills are necessary along the way to graduate high school
ready for further college education or the workforce. Because of this top down approach,
the standards have been criticized for threatening to “destroy appropriate and effective
approaches to early education” (Carlson-Paige et al., 2015, p. 2) by requiring students to
master content in kindergarten that is not considered developmentally appropriate.
Critics argue that the CCSS for kindergarten lack long-term research support and suggest
that educators are pressured to use inappropriate teaching methods while “research shows
greater gains from play-based programs than from preschools and kindergartens with a
more academic focus” (Carlson et al., 2015, p. 1). The lack of kindergarten readiness
standards or common preschool standards leaves the development of early learning
standards to the states and the implementation of them to local curriculum coordinators
and teachers.
The most recent event that will almost certainly impact perceptions and
understandings of kindergarten readiness is the passage of the Every Student Succeeds
Act (ESSA). This legislation replaces NCLB and is designed to address many of its
criticisms including that it put undo burden on educators and schools. This includes
removing the adequate yearly progress, highly qualified teacher requirements, and
specific educator evaluations. The new act still includes the requirement for states to
have challenging learning standards, report cards for school districts, and assessments for
subject areas of math, language arts, and science, with more locally developed
accountability measures and interventions. A big change that ESSA brings is new
opportunities for teacher-led professional development across subject areas. NCLB
limited the use of Title funds for professional development in language arts and
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mathematics. While the act is still in the initial implementation phase, it seems that it
will feature a great amount of teacher input and seeks to provide much needed support for
teachers (Fennell, 2016).
Conclusion
Nobel Laureate James Heckman stated “the best way to improve the American
workforce in the 21st Century is to invest in early childhood education, to ensure that
even the most disadvantaged children have the opportunity to succeed alongside their
more advantaged peers” (Chaudhuri & Potepan, 2009, p. 1). Although there has been an
increased focus on early childhood education experiences over the years, a great disparity
continues to exist about how children are prepared for kindergarten. “Children enter
kindergarten with widely varying skills, knowledge, and levels of preparedness”
(Ackerman & Barnett, 2005, p. 2). These skills, knowledge, and preparedness levels
have been directly linked to later school outcomes, and a positive and effective transition
to the academic environment safeguards further cognitive and behavioral development
(Winsler et al., 2008). However, previous research has shown that children who do not
have the effective transition into the kindergarten setting have difficulties catching up
with their same-age classmates (LaParo, Kraft-Sayre, & Pianta, 2003). School readiness
continues to be a challenging field for researchers, policy makers, and educators.
Coming to an agreement on a specific definition for school readiness and identifying
appropriate measures also continues to present a challenge.
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Theories of Kindergarten Readiness
This study investigated stakeholders’ perceptions of kindergarten readiness. In
order to further understand the concept of readiness, the views of readiness must be
explored. Diverse theoretical perspectives are provided to frame stakeholder's views.
Meisels (1999) presented four models of readiness developed from different theoretical
bases. These include the maturationist view, the environmental-behaviorist view, the
social-constructivist view, and the social-interactionist view. The latter combines the
perspectives of the first three views and serves as a theoretical basis for understanding
stakeholder perspectives of readiness in the current study.
Maturationist View
The maturationist view suggests that readiness is influenced by each individual’s
biological make-up and that each child will learn at an individual pace. This view sees
readiness as an internal process that cannot be accelerated or slowed by external factors
(Dockett & Perry, 2002). Gesell’s Theory of Maturation, the basis for this view, states
that, “…developmental changes in a child’s body or behavior are a result of aging…not
formal learning” (Graue, Kroeger, & Brown, 2002). The maturationist view focuses on
two specific interventions to enrich school readiness in young children. The first is
academic redshirting and the second is kindergarten retention.
Academic redshirting involves postponing the beginning of kindergarten for
students who are not age ready to begin formal schooling (Graue et al., 2002). In a review
of the literature, Ackerman and Barnett (2005) shared studies that showed that students
who are close to the cut-off age for entering kindergarten are at a disadvantage for
possessing necessary skills for academic success. However, numerous additional studies
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have found that children who enter kindergarten at a young age may not possess skills as
compared to their classmates at first, but catch up academically by the end of grades 2, 3,
or 4 (Bellisimo, Sacks & Mergendoller, 1995; Datar, 2003; Graue & Diperna (2000);
Marshall, 200; May & Kundut, 1995; Zill & West, 1997). In a more recent study, Huang,
Invernizzi, and Drake (2012) investigated the impact of kindergarten age entry on early
literacy achievement gaps over time. They collected data on 405 students from the
beginning of kindergarten to the end of second grade and found that the literacy gap only
narrowed and remained at the end of second grade. They suggested that when children
have other risk factors, early age entry for kindergarten acts as a compounding risk factor
for poor achievement.
The second intervention of the maturationist view is the act of kindergarten
retention. This is the process of a student repeating kindergarten for a second year.
Social, emotional, and behavioral issues are often the basis for kindergarten retention,
however, not academic issues. Parents and teachers of kindergarten children who are
retained often cite feeling the retained child is not emotionally mature enough or adapting
well enough to the school environment to assure learning in first-grade (Byrnes, 1989;
Hong & Yu, 2008). Graue et al. (2002) found that students who were retained in
kindergarten for a second year continued to struggle throughout the second year in
kindergarten and in proceeding grades, therefore; retention was not an effective
intervention and issues necessitating further services continued.
While there have been critiques of both interventions based on the maturational
view and many studies show that the age entering kindergarten does not matter, the
reality is that both approaches continue to be used in school settings to deal with children
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who seem to not be ready for progressing into and from kindergarten (Bellisimo, et al.,
1995; Datar, 2003; Graue & Diperna (2000); Marshall, 2003; May & Kundut, 1995; Zill
& West, 1997). Most states have a specific cut-off date for kindergarten, like
Mississippi’s age five by the first of September policy. However, kindergarten is not
mandatory in many places including Mississippi leaving room for families to make
decisions about the possibility of waiting another year for children with a birthday just
before the cut-off. Children also continue to be held back when it is perceived that they
are not mastering enough competencies (Byrnes, 1989; Hong & Yu, 2008). Now that the
CCSS are being implemented, it is important to understand how stakeholders perceive the
impact of maturational readiness and how that informs their decision making about
readiness interventions.
Environmental-Behaviorist View
With a number of studies indicating problems with the maturationist view, a
second view has been proposed. The environmental-behaviorist view links the
demonstration of behavior and learning by concentrating on educational skills and
knowledge (Meisels, 1999). Advocates for this viewpoint suggest that this model can be
used to identify skills students are lacking for school readiness and, in turn, provide a
prescription for instruction to mitigate these lacking skills (Dockett & Perry, 2002).
School readiness checklists are closely intertwined within this view; therefore, schools
become the holders of the ultimate responsibility to identify the core competencies
necessary to prepare students for kindergarten (Dockett & Perry, 2002). According to this
model, a child’s readiness depends on the demands kindergarten places on the child as
well as the support provided by kindergarten instructional program (Ackerman & Barnett,
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2005). Often, instruction based on this viewpoint is environmental-behaviorist in nature
with the teacher-directed instruction and modeling with a large amount of drill and
practice on specific skills, usually in the form of worksheets (Hatch & Freeman, 1988).
The major criticism of this view is that it focuses too much on a set of skills to be
mastered and corresponding instructional practices without emphasizing the
developmental readiness of the child. Instead of delaying the start of kindergarten, a
modified retention intervention is implemented with children lacking particular
competencies and is held in a transitional class so instructional interventions can continue
after kindergarten (Ackerman & Barnett, 2005). With the implementation of the CCSS
initiative across the United States, schools are increasing the rigor of the current written
curriculum without considering the developmental readiness of children for these
academic skills, which could result in the use of modified retention interventions. Some
advocacy groups argue that the content of the CCSS for kindergarten is not research
based or appropriate for kindergarteners. They suggest that many children are not ready
for mastery of some standards in the CCSS and that there is potential long-term harm
from developmentally inappropriate instruction (Carlsson-Paige et al., 2015).
Social-Constructivist View
A third view of readiness looks not at individual readiness or general instructional
practices but in terms of a theoretical and cultural framework based on the perspectives of
the community in which a family participates (Dockett & Perry, 2002). This view
explains readiness differently for diverse situations. In one situation a student may be
seen as possessing the necessary skills to be successful in the educational setting, but in
another situation the same student may not be deemed as possessing skills to be
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successful. The social-constructivist view relies heavily on individual perspectives and
expectations; however, skill deficits are not regarded as a shortfall, but an opportunity for
teaching to occur. Therefore, this model typically provides a play-based, sociallyoriented learning environment highlighting child-directed individualized instruction
(Dockett & Perry, 2002).
In recent years researchers have spotlighted the importance of identifying beliefs
about readiness within local contexts. Researchers have also noted that the idea of
readiness is a relative term that is socially and culturally constructed within particular
communities and that understandings vary from setting to setting (Skinner, Bryant,
Coffman, & Campbell, 1998). Beliefs about readiness also vary systematically with
local, community, school, and readiness resources. For example, these relative
constructions of readiness can be very influential, as the philosophies of readiness held by
local educators and administrators have been cited as influencing parental beliefs and
perceptions of school readiness (Kim, Murdock, & Choi, 2005).
Social-Interactionist View
The final view and the one I plan to use as the theoretical basis for the current
study incorporates each of the preceding views into a single model. Each child is seen as
an integral part of the readiness process with the imbedded relationship between the
academic environment and the child as influential in fostering school readiness (Dockett
& Perry, 2002). This social-interactionist view creates a strong connection between
family, classroom, and community by focusing on building strong family-school
relationships (Dockett & Perry, 2002). This perspective creates a paradigm shift from
thinking about measuring a child’s level of school readiness to measuring the overall
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community’s level of readiness as an essential process in order to view readiness in terms
of the environment in which children live and learn while still considering the
developmental characteristics of the particular child (Nelson & Quintana, 2005).
To best meet the goals set forth in the standards and the needs of students entering
kindergarten, general perceptions of kindergarten readiness from various stakeholders
must be identified and analyzed. This is a vital step in creating and implementing an
effective kindergarten readiness program. Therefore, this study sought to evaluate the
perspectives of various stakeholders including families, preschool teachers, kindergarten
teachers, school administrators, higher-education faculty and policy makers to gain an
understanding of what kindergarten readiness means in Mississippi.
Domains of Readiness
The National Education Goals panel convened a group of early childhood
education experts tasked with developing a broad definition for kindergarten readiness. A
definition of readiness was developed based on five domains of development. The
domains include health and physical development, social and emotional development,
approaches toward learning, language development, and cognitive and general
knowledge (Kagan et al., 1995). These domains of kindergarten readiness have been
endorsed by national associations such as NAEYC (2004) and the National Institute for
Early Education Research (Bodrova, Long, & Shore, 2004). It is important that any
evaluation of kindergarten readiness take all five domains into account, however most
assessments do not include all five domains (Copple, 1997). Previous research has
indicated that many children enter kindergarten falling behind in at least one of the
domains of readiness (Wertheimer, Croan, Moore, & Hair, 2003).
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Health and Physical Development
The health and physical development domain of kindergarten readiness includes
physical development, physical abilities, and background/contextual factors. Physical
development includes the overall rate of growth, the level of physical fitness, and body
physiology. Physical abilities include gross and fine motor skills, oral motor skills,
sensorimotor skills, and functional performance. Background/contextual development
includes perinatal context, caregiving environment, and health care utilization (Kagan et
al., 1995). Health and physical development is an important consideration for
kindergarten readiness as children's skill sets in the physical domain impact various other
domains of development thus influencing readiness (Pianta, Cox, & Snow, 2007).
Children found to have deficiencies in both health and physical development at the start
of kindergarten are at a greater risk for poor social and academic outcomes later in school
(Zuckerman & Halfon, 2003). As children often are required to have a health evaluation
including required immunizations before entering school, pediatricians are often the first
professionals conducting an evaluation of school readiness. Advocacy groups have
called for a greater level of competence in health professionals to determine key
components of kindergarten readiness such as physical and behavioral development
concerns. Additionally, advocates call for institutional readiness including school
policies and practices that promote education of families about development beginning at
the prenatal stage (High, 2008).
In a recent study using parent questionnaires, child assessments during home
visits, and individual child assessments at school, researchers found that kindergarteners
with higher fine motor scores had greater achievement in school (Cameron et al., 2012).
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The fine motor skills were found to make contributions to executive function, which
impacted kindergarten entry achievement and improvement from fall to spring in
kindergarten. Both executive function and fine motor skills were also found to impact
literacy related skills such as decoding, reading comprehension, and overall reading
abilities. Kindergarten children with greater fine motor abilities were found to complete
basic classroom tasks more quickly, which resulted in more time to support their abilities
in reading, manipulating sounds within words, and mastering mathematics content.
Delays in motor abilities also impact development in social-emotional
competence. In an online survey of 1,200 parents of children scheduled to enter
kindergarten, researchers found that behavior problems were associated with deficits in
other domains including motor skill development (Montes, Lotyczewski, Halterman, &
Hightower, 2012). The sample of 176 children with behavior problems were more likely
to be male and from households with low income and parental education. The study
indicated that even after controlling for demographics, children with behavior problems
also presented delays in motor skills. Montes and colleagues (2012) recommended early
screening and intervention for developmental delays to enhance children’s readiness for
kindergarten.
When children struggle with foundational behaviors due to poor health or delayed
motor development they are at a disadvantage in the kindergarten classroom (RimmKaufman, Pianta, & Cox, 2000). This can create a skill gap that research has shown to be
best mediated in the early years (Heckman, Stixrud, & Urzua, 2006). It is important to
understand what value preschool stakeholders place on promoting optimum health and
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physical development of young children as it has a tremendous impact on additional
domains of readiness including social-emotional development.
Social-Emotional Development
The social and emotional development domain of kindergarten readiness includes
social development skills and emotional development competencies. Social development
includes skills such as respecting the rights of others, relating to peers, and having the
ability to give and receive support. Emotional development includes the development of
a positive self-concept, the ability to appropriately express feelings, sensitivity to the
feelings of others, and self-efficacy (Kagan et al., 1995). Previous research has
highlighted an emphasis by kindergarten teachers and school administrators on the
importance of social-emotional development for school readiness (Denton, GerminoHausken, & West, 2000; Heaviside & Farris, 1993; Huey-Ling, Lawrence, & Gorrell,
2003; Wesley & Buysse, 2003; West, Germino-Hausken, & Collins, 1993). Research
also has shown that intentional teaching of social emotional strategies is a key component
to academic success in early childhood education, suggesting that teachers must gain skill
in implementing positive guidance strategies and intentionally teach social-emotional
skills to create an environment that supports students’ optimum academic achievement
(Gagnon, Rockwell & Scott, 2008). Unlike the other domains of development, social
development is a learned behavior. Children who demonstrate pro-social behaviors and
emotion regulation are less likely to have challenging behaviors.
A key readiness skill for kindergarten is the ability to regulate emotions when
required to delay gratification or accept varied solutions to their problems (Sroufe, 1996).
A child who has developed self-control will manage classroom transitions more
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successfully and will have greater ease following classroom rules and routines. WebsterStratton, Reid, and Hammond (2004) found that the child, the parent, and the
kindergarten teacher could contribute both negatively and positively to a child’s
development of self-control. The study revealed that the most effective strategies for
improving the self-control of children with pervasive social-emotional issues were to
provide therapeutic parent training on providing positive interactions, therapeutic
instruction in specific social-emotional skills for the child, and training on providing a
positive classroom environment for the teacher. The study further revealed that the
combination of interventions resulted in improved parenting skills, improvement of
classroom behavior of the child, and improved social-emotional support from the teacher.
It seems that a combination of training focusing on the child, parent, and teacher at the
same time was most effective in treating kindergarteners with extreme social-emotional
deficits (Webster-Stratton & Reid, 2004).
Challenging behaviors in the classroom distract from the learning process. In a
review of the literature, Scott, Anderson and Spaulding (2008) found that children who
display a high degree of disruptive and aggressive behavior early in school are at greater
risk for subsequent placement in special education programs and are more prone to later
school failure. Challenging behaviors also interfere with learning or engagement in prosocial interactions with peers and adults. These problem behaviors create distractions for
all participants of the classroom environment including students and teachers. When
asked about what they perceive as key factors impacting their learning, students cite
disruptive behaviors as having a significantly negative impact on their ability to learn
(Gagnon et al., 2008). Clearly, teachers must develop a skill set to intentionally teach
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positive social-emotional strategies in the classroom and to provide intensive
individualized interventions for children with particularly distracting repetitive behaviors.
Happy, safe, and secure classroom environments produce teachers who enjoy teaching
and students who find joy in learning. Research indicates that schools applying positive
behavior support programs create environments that promote social and learning
outcomes while preventing problem behaviors (Trussell, 2008). When teachers have
positive relationships with children, supportive classroom environments, and focus on
teaching social and communication skills, they reduce the likelihood of challenging
behavior. In one study, students reported “having a caring and approachable teacher who
provides written feedback, one-on-one assistance and who is interested in students’ lives
outside of school” essential to their academic success (Montalvo, Mansfield, & Miller,
2007). Many times teachers set themselves and their students up for failure by either
assuming that children automatically have the social-emotional skill set necessary to
interact well with others or by feeling like they do not have adequate time to intentionally
teach social-emotional skills due to the demands of a rigorous academic curriculum.
Unfortunately, this is quite evident in the increasingly academic focus of many
kindergarten classrooms. Traditionally, the primary goal of these classrooms was to give
students the opportunity to gain the social-emotional skills they would need to be
successful in school. As more pressure has been placed on teachers to produce on
standardized testing measures, this social-emotional focus has largely been lost.
However, the research strongly supports the idea that doing away with the overt socialemotional teaching will contribute to declines in academic performance of students
(Montalvo et al., 2007). This overemphasis on academics at the expense of social36

emotional development also negatively impacts student motivation to learn. Research
indicates that over the academic career this diminished student motivation can lead to
students dropping out in high school (Trussell, 2008).
Children who learn basic skills such as getting along with others and managing
their emotions are set up for success not only in the classroom, but also in the “real”
world of the family and workplace. A review of research indicated that children with
particularly troubling behavior problems needed individualized intensive interventions
early on in their academic career (Killu, 2008). If they did not receive these interventions
they experienced increasingly more problematic behaviors and diminished academic
success. If teachers only dealt with the symptoms of problem behaviors without
identifying the associated triggers and functions of the behavior, the research indicated
that the behaviors became more prevalent and pervasive as time went on.
The quality of the kindergarten classroom was found to be an important factor in the
development of children’s self-control in a study involving 250 children and their
teachers (Rimm-Kaufman, La Paro, Downer, & Pianta, 2005). Observations of the
teacher’s interactions with children along with off-task and non-compliance behavior of
children were assessed to determine classroom quality. The researchers found that
children engaged more in off-task and non-compliance behavior during both unstructured
activities and when the teacher was leading whole-group activities. The off-task and noncompliance behaviors diminished when the teacher engaged children in small-group
instruction. It was also discovered that lower quality classrooms had a higher rate of the
off-task and non-compliance behaviors. Off-tasks behaviors and non-compliance may be
best addressed with intentional teaching strategies.
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The intentional teaching of social emotional strategies is essential to academic
success in early childhood education (Trussell, 2008). The implementation of standards
in kindergarten may create pressure to place an over-emphasis on academics at the
expense of social-emotional development. Yet, educators must implement positive
guidance strategies and intentionally teach social-emotional skills to create an
environment that supports students’ optimum academic achievement. Teachers who
realize the importance of social-emotional development and develop skill in promoting
both their own and their students’ abilities in this domain of development see the best
academic outcomes and highest levels of student motivation (Montalvo et al., 2007). It is
important to understand how stakeholders’ perspectives of the importance of the socialemotional domain has transitioned with the implementation of the new standards.
Approaches Toward Learning
The approaches to learning domain is the various ways students approach learning
and can be based on gender, temperament, culture, and other factors. Approaches to
learning involve attributes of the student including openness to and curiosity about new
tasks, initiative, task persistence, attentiveness, reflection and interpretation, imagination
and invention, and cognitive styles (Kagan et al., 1995). The approach toward learning of
individual students is supported by teachers who provide a safe classroom environment as
well as consistent and responsive interactions (Pianta et al., 2007).
The approaches toward learning domain is integrally related to the other school
readiness domains. When a student’s predispositions are respected and supported, the
child is able to engage in higher levels of persistence and attention. This results in better
preparedness and achievement in academic content and a child’s predisposition toward
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curiosity may cause them to more readily explore and investigate to build new knowledge
across domains (George & Greenfield, 2005). One way to encourage persistence on tasks
is for teachers to provide ample classroom time for focused attention in independent
activities. Bronson (2000) found that extended time for independent activities contributes
to the development of both persistence and self-direction. It is important that these times
be free of interruptions so the child may have adequate time to complete tasks and
experience the gratification of completing a project or creating a finished product.
Just as positive predispositions to learning can impact readiness in another domain, a
poor rating in the approaches to learning domain can have negative consequences. One
study using the ECLS-K data found that children with poor approaches to learning skills
also scored lower in literacy compared to students with a higher rating in approaches to
learning skills (Ready, LoGerfo, Burkam, & Lee, 2005). This study defined the
approaches to learning domain as including task persistence, attentiveness, desire to
learn, independence, organization, and flexibility. A high approaches toward learning
score was moderately correlated with a higher literacy score in the spring after
controlling for the fall literacy score.
When parents and educators respect and support individual approaches to
learning, children’s kindergarten readiness is positively impacted (George & Greenfield,
2005). Teachers who provide consistent and responsive interactions in a supportive
classroom environment promote the development of eagerness and persistence in learning
(Pianta et al., 2007). As the more academically focused standards are implemented in
kindergarten classrooms, it is important to consider what the perspectives of various
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stakeholders are in regards to the interactions and environments that support the
development of the approaches to learning domain.
Language Development
The National Education Goals panel identified language development as a key
domain of readiness. This includes verbal language skills such as listening, speaking,
social uses of language, vocabulary and meaning, questioning, and the creative use of
language. The domain also includes emerging literacy skills like literature awareness,
print awareness, story sense, and the writing process (Kagan et al., 1995). Recent years
have brought increased expectations about the development of academic skills in
preschool. Add to this that “half of children in the U.S. have difficulty making a
successful transition to kindergarten, due in part to underdeveloped literacy and
mathematics competencies” (Hindman, Skibbe, Miller, & Zimmerman, 2010, p. 235) and
that an achievement gap related to children from low-income homes is already present
before entering preschool. English/language arts curriculum is a key focus of the new
CCSS for kindergarten. While the ultimate goals for early literacy development should
be to facilitate reading comprehension and a love for reading, a number of specific skills
are also emphasized such as letter recognition.
Citing research by the RAND Reading Study Group, Pardo (2004) identifies
comprehension as a key process of English/language arts learning in which the reader
both receives and constructs meaning while interacting with written text. Comprehension
is constructed as children use their prior knowledge and experiences to create
relationships with content encountered in the text. This constructivist approach facilitates
understanding in a transaction between readers and texts. Each reader brings to the
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reading event a particular background knowledge based on previous experiences. Good
readers make connections called schema between their previous world knowledge and the
text they are reading. Making these connections helps the reader to more efficiently use
her short-term memory and move information to long-term memory.
Dooley (2010) highlighted the qualitative differences between conventional and
emergent comprehension with a focus on the latter. She states that the biggest difference
between the two is that emergent comprehension found in more developmentally
appropriate classroom settings does not necessarily result in the construction of adult-like
meanings from text as the conventional style does. Dooley points out that there is some
disagreement about when the instruction of comprehension should start.
Marcell, DeCleene, and Juettner (2010) focused on the problems many students
have practically applying the comprehension strategies they have learned. Even in
classrooms where teachers provide explicit instruction in comprehension techniques,
there will be some students that have difficulty applying these to their independent
reading. They suggested that teachers overload students with too many strategies,
making it difficult for them to apply a specific strategy at any given time. They stated that
the goal of comprehension strategy instruction should be for students to actually use the
strategies versus only being able to recite what they are and faulted the use of basal
readers for students’ lack of application of strategies. They pointed out that many
reading programs include parts of the strategies in isolation versus and a complete whole.
Blank (2012) suggested that teachers need to support children’s communication, both
verbal and written, by providing specific space, materials and opportunities for
expressive language activities. The adults in the classroom can build on these
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experiences by helping children to make connections between their personal experiences
and their expressive language and literacy. Key to this is providing many opportunities
for children to choose appropriate activities and to engage in many rich conversations
with peers and adults. Perhaps other methods typically found in the primary classroom
can be modified and successfully used with preschoolers by immersing them within this
rich and supportive environment.
Cognition and General Knowledge
The cognitive and general knowledge domain includes physical knowledge,
logico-mathematical knowledge, and socio-conventional knowledge. Physical
knowledge includes knowledge of objectives in external reality, logico-mathematical
knowledge involves relationships between objects, events, or people, and socioconventional knowledge is agreed-upon conventions of society and the school-learned
knowledge (Kagan et al., 1995). Jean Piaget, perhaps the most well-known theorist in the
constructivist approach (Cook & Cook, 2010), based his theory on observations of
children’s shifts in thinking as they adapt to their environment. He believed that children
created their own theories about the way the world works as they adapted to new
experiences (Bee & Boyd, 2007). Piaget viewed learning as coming from the child
versus being passed on by the teacher. He felt that the teacher should step back and not
get in the way of children’s learning. Piaget emphasized that the proper learning
materials be provided for children at each stage of cognitive development including
preoperational, concrete operations, and formal operations.
Lev Vygotsky emphasized how the teacher can provide input to expand children’s
learning. He suggested that educators be aware of each child’s zone of proximal
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development, the difference between what a child can do on his own and what he can do
with the help of a more skilled peer or teacher. The teacher then creates situations for the
child to grow in this zone through a process called scaffolding, a support created through
social interactions. The active learning approaches of Piaget and Vygotsky are supported
by well-designed classrooms where teachers provide a variety of hands-on activities for
students (Bullard, 2010).
Vygotsky’s emphasis on understanding the child’s zone of proximal development
also relates to this emphasis on meeting the individual needs of children. By using good
observation and assessment, the teacher is able to determine this window of learning
opportunity for each child and create instruction and groupings that facilitate optimum
success. When the individual developmental needs of children are ignored to
accommodate the fast pace of covering material with less effective methods, children
suffer from a lack of true understanding of the concepts they are supposed to be learning
(Rushton & Larkin, 2001). Clearly, further research is needed to determine the types of
teaching methods that will support the kinds of student outcomes that are not being
measured by common core guidelines and early learning standards.
While much data support the idea that preschoolers learn best in learner-based
settings, many preschool teachers succumb to the pressure to “really teach” and engage in
direct instruction practices. Most early childhood teachers conduct a daily group
experience in which the current date, days of the week, months of the year and perhaps
even weather are covered. While calendar math activities can cover math skills, children
often struggle when these are presented in this typical rote format of the group
experience, often not mastering the skills until after third grade (Ethridge & King, 2005).
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Constance Kamii suggested that instruction be geared around interesting and meaningful
problems presented to students for their experiential consideration versus the problems
being presented in worksheet form. The teacher then uses skilled questioning to guide
children’s learning experiences (Crain, 2005).
The other major emphasis of the standards in kindergarten is mathematics
instruction. While the standards focus on specific logico-mathematical competencies,
they do not indicate how these skills should be taught. Children are able to engage in
complex mathematical thought, and when they are afforded “a supportive, nurturing
environment, young children can joyfully use mathematics to explore and understand the
world which surrounds them” (Rudd, Lambert, Satterwhite, & Zaier, 2008, p. 75). Rudd
and colleagues advocate for mathematics instruction in the preschool classroom that is
play-based and connected to authentic experiences. Unfortunately with recent
educational policies mandating increasingly more strict academic standards, there is little
time devoted to creative thought, free exploration, and pretend play in the kindergarten
classroom.
Charlesworth and Lind (2013) suggest that the concepts emerging during the early
childhood years include one-to-one correspondence, number and counting, shape, spatial
sense, logical classification, comparing, and parts and wholes. They suggest children
acquire these concepts in three types of learning experiences including naturalistic,
informal and structured experiences. The main way preschoolers construct mathematical
understanding is through problem solving in play activities, in the midst of daily routines,
and from stories. The language of mathematics and providing a language rich classroom
environment is essential to facilitating young children’s mathematical reasoning skills.
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As preschoolers have concrete experiences with classroom materials and interactions
with others, they develop an informal understanding of arithmetic principles (Baroody,
Lai, Li, and Baroody, 2009). Symbolic or pretend play has long been associated with the
cognitive growth of young children including the skills of divergent thinking, problemsolving, impulse control, and representational competence. There has also been much
evidence that socio-dramatic play promotes literacy. More recently research has focused
on pretend play’s impact on mathematical understanding.
Play is a powerful teaching tool because it provides a meaningful context for
young children to acquire and practice new skills and for teachers to use to assess
children’s learning. Emfinger (2009) found that children’s numeracy concepts were
demonstrated in their play. Her study also promoted the use of play as a standard
curricular component in preschool classrooms as well as an effective teaching tool in the
primary classroom. Cole and Wasburn-Moses (2010) suggested combining high quality
instruction with a play-based approach that reaches varied types of learners.
One way to combine the benefits of intentional instruction with a play-based model that
motivates preschoolers’ mathematical learning is the use of literature: “Literature
motivates students to learn, provides a meaningful context for math, celebrates math as a
language, demonstrates that math develops out of human experience, fosters the
development of number sense, and integrates math into other curriculum areas” (Shatzer,
2008, p. 649). Experiences with literature may also support the use of math-mediated
language as a teaching tool. Skilled teachers are able to plan learning experiences that
connect the language of mathematics to content knowledge children already have: “When
teachers focus on the language of math and present mathematical concepts in fun
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engaging ways, children are motivated to learn concepts beyond what is traditionally
expected of their age” (Rudd et al., 2009, p. 64).
Piaget believed that as children construct knowledge, their ideas and concepts can
be represented through various means including the arts, language and writing, and block
building (Emfinger, 2009). Picture books as an aspect of a group learning experience can
be used to make mathematical connections and provide visuals to support mathematical
concepts. In one study, when children’s literature was used to promote math learning,
“children were better at explaining their reasoning and strategies, enjoyed mathematics
more, showed greater overall persistence on difficult tasks, were thinking more about
what they learned, and experienced a level of success” (Shatzer, 2008, p. 650).
A key consideration in using literature to promote mathematical learning is the
quality of the piece of literature. Skilled teachers are able to select quality books and
make the literature/mathematics connections for the children. As teachers do this in the
group setting, the children will begin making the literature/mathematics connections on
their own during self-selected reading experiences. A highly qualified preschool teacher
seems to be the essential factor to providing both the kind of play-based early
mathematics and literacy experiences (Emfinger, 2009) and intentional direct instruction
necessary to promote later positive student success (Cole & Wasburn-Moses, 2010). This
kind of teacher can select excellent pieces of children’s literature to use as a tool to
connect play-based activities with intentional group instruction. When “read-aloud
selections are also chosen to develop mathematical ideas, mathematics is humanized, its
relationship to the arts is emphasized, and the picture books and extension activities
stimulate positive reactions” (Shatzer, 2008, p. 652). Skilled teachers connect quality
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literature and play-based experiences to make mathematics instruction more relevant
(Emfinger, 2009).
Ray and Smith (2010) suggested that kindergarten programs are increasingly
focusing on cognitive skills at the expense of social-emotional and other domains of
development. While the cognitive abilities of memory capacity, attention, motivation,
and persistence are related to future academic success, these cognitive skills are best
supported by developmentally appropriate practices. Some explicit formal instruction is
necessary particularly for teaching phonological awareness and some math skills.
However, most other literacy and math skills as well as social-emotional development are
best promoted by developmentally appropriate methods involving much time dedicated to
self-initiated play activities. Research consistently suggests that teacher-child interactions
have the greatest impact on child educational outcomes (Mashburn, Downer, & Hamre,
2010; Saracho & Spodek, 2007). Unfortunately, preschool educators do not uniformly
embrace the academics of mathematics and literacy because some focus on wholly playbased learning experiences while others focus on basic-skills and intentional direct
instruction. Additionally, the educational attainment of preschool teachers impacts their
beliefs about developmentally effective practices and their abilities to implement these
beliefs (Brown, Molfese, & Molfese, 2008).
Stakeholder Perspectives of Kindergarten Readiness
It is important for families, educators, and policy makers to have a common
understanding of school readiness for students to enter kindergarten ready to learn.
Currently, the most common indicator of kindergarten readiness is the child’s age with
most states determining a child as ready when the he or she turns age five by fall of the
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kindergarten year (Saluja, Scott-Little, & Clifford, 2000). Research has pointed to the
early years as a time of rapid growth and development with children successfully entering
kindergarten ready to learn and continuing that success as they progress through school
(Boethel, 2004; Ramey & Ramey, 2004). Yet, many different viewpoints exist as to what
being ready for kindergarten really means.
Family Perspectives
The role of the family is vital in the educational process from the early preschool
years throughout the later years of higher education. As many consider the role of the
parent as the child’s first teacher, varying characteristics can be explored which
contribute to the overall degree of school preparedness. According to research findings
from Joe and Davis (2009), parents have a major impact on the degree of school
readiness and success that their children experience. Since there is disagreement on a
universal definition for kindergarten readiness, (Barbarin et al., 2008; Diamond et al.,
2000; Graue, 2006); parental impact on school readiness can also be vague due to a lack
of understanding what school readiness entails or what specifically parents do to promote
it. Parental perceptions of what school readiness entails are influenced by parental
income level, education level, ethnicity, and immigration background. However,
regardless of these factors, parents often implicate more of an academic focus in their
descriptions of readiness than educators do (Kim et al., 2005).
In the attainment of school readiness, the socio-economic status of the parents can
be a determinant of the academic beliefs that are communicated in the home environment
(Huttman, 1991; Kim et al., 2005.) Middle class and working families have been shown
to expect a higher level of achievement than lower socio-economic households. Higher
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income families interact with their children more and utilize a greater range of
vocabulary (Kim et al., 2005). They discuss events more and are highly educated,
providing substantial incomes and enrichment opportunities for their families. Their
children explore greater experiences in music and art as compared to middle or low
socio-economic families. In contrast, low socio-economic homes are noted as having less
reading materials and educational resources than those in middle and high-income
brackets. Although middle-class families are primarily the focus for investigative studies,
the investigation of all socio-economic groups would provide a greater illustration of the
economic impact on a child’s level of learning (Brooks-Gunn & Markman, 2005).
The report, America’s Kindergarteners (Denton et al., 2000) was based on the NCES
ECLS-K. A total 22,000 kindergarteners and their parents and teachers were included in
the study representing over 1,000 kindergarten classrooms from both public and private
settings. A dual-frame, multistage sampling design was used. Data for the study were
collected with child assessments, parent interviews, and teacher questionnaires. Results
from the study indicated a disparity between the parents and teachers as to their
perceptions of social-emotional readiness with parents rating children more ready than
teachers.
This disconnect between how parents view kindergarten readiness versus
kindergarten teachers has been shown in additional studies. In a meta-analytic study of
70 published reports on the cognitive, personal, and social domains of school readiness,
LaParo and Pianta (2000) found that parents define readiness more in terms of academic
skills with teachers emphasizing readiness in terms of the children’s personal and social
skills. Another study (Piotrkowski, Bosko, & Matthews, 2001) using focus group
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interviews with kindergarten teachers and parents of kindergarteners found that parents
valued basic knowledge skills such as knowing the alphabet and colors as being more
important for readiness while kindergarten teachers did not think these skills were as
important as the social-emotional readiness skills.
The emphasis by parents on academic skills versus social emotional skills for
kindergarten readiness shown in previous studies raises important questions: a) is the
perception that academic skills are most important for kindergarten readiness accurate?
b) Why do parents view academic skills as more important over social-emotional skills?
In order to understand how the perspectives of the family about kindergarten readiness
impact actual readiness, it is also important to understand how family characteristics
impact perceptions of readiness.
Preschool Teachers’ Perspectives
Often, the preschool teacher is one of the first educators outside the family that a
young child encounters. Along with the parent, the preschool teacher embodies some
core beliefs in preparing young children for later school success. While these teachers
serve in a variety of programs to diverse groups of children, they share in common a
desire to meet the basic needs of young children (Lara-Cinisomo, Fuligni, Ritchie,
Howes, & Karoly, 2008).
Grace and Brandt (2006) point to the development of social emotional skills as a
theme in the beliefs of preschool teachers about kindergarten readiness. They state that
preschool teachers tend to think children need to develop the skills of getting along with
others in a group setting to be most successful in the formal school setting (LaraCinisomo et al., 2008). Additionally, many preschool teachers cite effective
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communication skills and engaged curiosity as being important for school readiness
(Lara-Cinisomo et al., 2008). Like their kindergarten teacher counterparts, preschool
teachers often identify social and problem-solving skills as key predictors of school
readiness, while rating academic skills among the least influential predictors of readiness
(Lin, Lawrence, & Gorrell, 2003).
In a study using focus group interviews with preschool teachers, kindergarten
teachers, and parents of kindergarteners, Piotrkowski and colleagues (2001) found that
preschool teachers and kindergarten teachers placed different values on the importance of
academic skills such as knowing colors or the alphabet. The preschool teachers reported
basic academic skills as significantly more important than the kindergarten teachers. This
disparity in beliefs may cause preschool teachers to focus on the acquisition of academic
skills at the expense of emphasizing social-emotional competency.
While many preschool teachers share these common beliefs, there is often a
disparity between beliefs and practices. One study was designed to identify teachers’
ideas of effective strategies and challenges in promoting children’s phonological
awareness and vocabulary knowledge in Head Start schools. In one study researchers
conducted semi-structured group interviews of 81 lead teachers and 56 assistant teachers
from 21 Head Start programs. Many teachers’ opinions differed on their beliefs and
approaches in teaching letters and sounds (O’Leary, Cockburn, Powell, & Diamond,
2010). Choices about content and instruction seemed to be made based on the teacher’s
personal preferences than on evidence-based practices. This choice of instructional
practices based on personal preferences may be because early educators do not fully
understand the way the brain develops.
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Recent brain research summarized by Rushton and colleagues (2010) seems to
support the idea that young children learn and develop best in an environment that is
more child-centered, providing a variety of options and an integrated curriculum based
around a central theme. However, many preschool classrooms are based on a more
teacher-directed environment that focuses on the mastery of academic skills in isolation.
The method of teaching skills in isolation is in stark contrast to the way the brain works,
as the brain is an integrated system, with various areas of the brain being stimulated
simultaneously as one engages in activities. This disparity between the prevailing
philosophy of preschool teachers and actual implementation in the classroom may be due
to the early educator’s knowledge about how the brain works. Zambo (2008) found that
preschool teachers were more likely to know the types of interactions that support brain
development than how these interactions impact the development of the brain. This
disconnect in understanding why the interactions are important may cause these teachers
to place less emphasis on these types of interactions (Rushton & Larkin, 2001).
This disconnect of understanding why certain interactions are important may also
impact the preschool teacher’s understanding of practices that encourage school
readiness. Lara-Cinisomo and colleagues (2008) conducted a study designed to assess
how early childhood educators define readiness for school. The results indicated that
preschool teachers view readiness as a combination of contributions by the child, home,
and teacher. However, a disparity was shown to exist between stated beliefs and observed
practices of preschool teachers. While they state that they agree with a developmentally
appropriate philosophy, they do not consistently implement developmentally appropriate
practices in the classroom.
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It is important to gain further clarity about what essential skills preschool teachers
believe should be focused on and how they perceive these should be promoted to
facilitate the best readiness outcomes. With the implementation of standards, preschool
teachers’ experience increased pressure to focus on academic skills over social-emotional
skills. It is also important to evaluate not only what the preschool teachers perceive to
promote readiness, but also how these perceptions match actual classroom practices.
Kindergarten Teacher Perspectives
Kindergarten teachers are key stakeholders in the kindergarten readiness process
and offer important perspectives as they are tasked with educating children with varied
levels of readiness. These teachers tend to emphasize the value of students entering
kindergarten with social and emotional competencies (Denton et al., 2000; Heaviside &
Farris, 1993; Huey-Ling et al., 2003; Hymel, LeMare, & McKee, 2011). However, this
does not mean that kindergarten teachers are seeing children enter school with desired
academic skills either (Denton et al., 2000; Hymel et al., 2011; Rimm-Kaufman et al.,
2000).
A study conducted by Heaviside and Farris (1993) examined public school
kindergarten teachers’ views and beliefs about school readiness. A sample of 1,416
teachers participated in the survey and 88% believed the most important aspect of school
readiness is that children are physically fit, rested, and well nourished. The study also
showed that the majority of these public school kindergarten teachers believed children
should have the ability to communicate their wants, needs, and thoughts verbally and that
enthusiasm is more important than knowledge of the alphabet or counting ability.
Additionally, the teachers in the study stated that they believed that readiness could not
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be forced upon a child. A similar study conducted by the National Education Goals Panel
(Kagan et al., 1995) also studied kindergarten teachers’ beliefs about readiness skills.
The results indicate that teachers rate enthusiasm, effective communication skills, and
appropriate behavior being more important than knowledge. Heaviside and Farris (1993)
emphasize kindergarten teachers indicate that the personal and social domains of learning
as more important than the cognitive domains as they relate to school readiness.
Another study by Feeney, Grace, and Brandt (2001) revealed that kindergarten teachers
share many of the same beliefs about school readiness as pre-school teachers. The study
broke readiness into several different domains. These domains were as follows: (1)
social-emotional development, (2) school-related behaviors and skills, (3) approaches to
learning, (4) language development and communication, (5) cognitive development and
general knowledge, (6) motor development and self-help skills, and (7) physical health
and well-being. The study seems to coincide with the Heaviside and Farris study by
showing that kindergarten teachers perceive the most important readiness characteristics
to be school-related behaviors such as following routines and directions, paying attention,
demonstrating common courtesies, and exhibiting self-control in groups.
In their study involving 20 focus groups with 118 participants including parents of
kindergarteners, preschool teachers, kindergarten teachers, and school administrators,
Wesley and Buyssee (2003) also found an emphasis by kindergarten teachers on the
importance of social-emotional skills versus academic skills upon kindergarten entry.
The kindergarten teacher participants in the study tended to stress the importance of
social-emotional and language development over academic skills. The general belief was
that if children entered kindergarten with the ability to get along well with others, follow
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simple classroom rules, and engage in some level of independence, then the kindergarten
teachers could teach the academic skills needed to be successful in school.
It should also be noted that the perceptions of kindergarten teachers about
students’ personal and social skills tend to vary according to the demographics of the
students. In their ECLS-K study, Denton and colleagues (2000) stated that teachers view
children of families with lower educational attainment, with single-parent situations, or
low-income families as less likely to produce children with the social skills to be
successful in kindergarten. Teachers were less likely to rate families with both families
in the home as having disruptive children than single-parent households. They also
pointed out kindergarten teachers viewed children from at-risk situations as being less
capable to pay attention relative to their peers.
Huey-Ling and colleagues (2003) conducted a study using the kindergarten
survey data from the ECLS-K study comparing it to the Heaviside and Farris (1993)
study. This study showed that kindergarten teachers consistently place greater value on
the social emotional skills necessary for children to be successful in kindergarten,
particularly for children with at-risk factors. Interestingly, while teachers still
emphasized social emotional skills as most important, kindergarten teachers did tend to
score academic skills such as knowing the alphabet and counting to 20 as more important
in 1998 versus 1993. This seems to show an emerging transition in the view of what is
necessary to be successful in kindergarten.
A more recent study (Barnidge et al., 2005) also seems to indicate a trend toward
kindergarten teachers emphasizing academic skills for readiness. The kindergarten
teachers in this study reported that only 46 percent of their students were proficient in
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mathematics and only 47 percent were proficient in language and literacy. The emphasis
on the social-emotional domain was not missing though, with teachers reporting that 51
percent of children were proficient in personal and social skills upon kindergarten entry.
While it is clear that kindergarten teachers have placed a strong emphasis on children
having social emotional skills versus academic skills upon kindergarten entry (Denton et
al., 2000; Feeney et al., 2001; Heaviside & Farris, 1993; Huey-Ling et al., 2003; Wesley
& Buyssee, 2003), a growing concern is developing among kindergarten teachers about
children not entering with the necessary academic skills (Denton et al, 2000; RimmKaufman et al., 2000). With the recent implementation of the CCSS, it is likely that this
trend towards a focus on academic skills by kindergarten teachers has continued. It
seems, however, that a combination of readiness skills in both the social-emotional and
academic domains may be necessary for students to be successful in school.
Summary
Understanding what entails kindergarten readiness is a complex paradigm. This
understanding differs according to the perspectives embraced by different stakeholders
representing various interests and has not been conclusively defined. Yet, important
decisions concerning young children and preschool programs are made every day without
an established definition for readiness (Dockett & Perry, 2002). A universal definition of
school readiness also has not been defined through prior research (Barbarin et al., 2008;
& Diamond et al., 2000; Graue, 2006). Studies have shown that kindergarten teachers
and school administrators tend to place greater emphasis on personal and social skills
rather than on cognitive skills (Heaviside & Farris, 1993; Huey-Ling et al., 2003).
Conversely, families tend to focus on readiness in terms of academic skills (LaParo &
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Pianta, 2000). Recent accountability initiatives in education like NCLB have placed a
renewed emphasis on readiness without providing a firm definition of what it entails. It
is important to note that the studies related to stakeholder perspectives here were
conducted under different standards than are currently in place. As Mississippi has
implemented the CCSS, it is important to determine how various stakeholders define
readiness and how that perspective is communicated with others. Specifically, the
current study seeks to answer these questions:
(1) What are the perceptions of parents and teachers in the early childhood sector
of Mississippi about the impact of standards on preschool and kindergarten
experiences and are there understandings about experiences that promote
kindergarten readiness?
(2) How do these perceptions and understandings compare to established early
childhood education policies, Early Learning Standards, and position statements
of early childhood professional associations?
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METHODOLOGY
Introduction
My review of the literature shows that understanding what kindergarten readiness
entails is a complex paradigm based on the perspectives held by various stakeholders and
that readiness has not been fully defined. Despite this, decisions about preschool
programming are continually made with the intended purpose of promoting readiness for
school (Dockett & Perry, 2002). Past studies have shown that when making these
decisions, teachers and administrators tend to focus on social and emotional skills
(Heaviside & Farris, 1993; Huey-Ling et al., 2003) while parents tend to focus on
academic skills as being most necessary for kindergarten readiness (LaParo & Pianta,
2000). Accountability measures implemented over the past couple of decades, including
NCLB legislation, have placed an emphasis on student mastery of academic skills. As
Mississippi implements the MCCRS in kindergarten, it is necessary to determine how
perceptions have changed about what children need during preschool to be ready for
kindergarten.
The study evaluates the beliefs and attitudes held by stakeholders in the early
childhood sector of Mississippi about preschool programming to promote kindergarten
readiness and subsequent mastery of learning standards at the end of kindergarten. Past
research has shown that high quality developmentally appropriate preschool
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environments, with an emphasis on learning social-emotional skills, promote
kindergarten readiness of young children as well as their later school success (Fontaine et
al., 2006). Providing a quality classroom environment and supportive interactions have
also been correlated with language and literacy development that many teachers identify
as the cornerstones of readiness in kindergarten and first grade (Mashburn et al., 2010).
The implementation of the CCSS, and more recently the MCCRS in Mississippi, has
caused a shift away from social-emotional-based classrooms to a more academically
focused kindergarten experience (Rushton et al., 2010). The study seeks to evaluate how
this shift may have impacted stakeholder beliefs and attitudes about preschool
programming to promote kindergarten readiness and how these perceptions relate to
established policies, standards, and position statements.
A phenomenological approach (Creswell, 2013) was used in this qualitative study.
This type of approach was used to explore the phenomenon of experience with
kindergarten readiness in relation to the implementation of standards in Mississippi.
Interactions including semi-structured interviews with participants who have a stake in
early education on an ongoing basis were used to explore this phenomenon. Interview
data were compared to archival documents including but not limited to NAEYC’s
position statements, Mississippi Early Learning Guidelines, Mississippi Early Learning
Standards, and the MCCRS.
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Research Questions
This study utilized a qualitative research design to gain insight into the following
questions:
(1) What are the perceptions of parents and teachers in the early childhood
education sector of Mississippi about the impact of standards on preschool
experiences and what are their understandings about experiences that
promote kindergarten readiness?
(2) How do these perceptions and understandings compare to established early
childhood education policies, early learning standards, and position
statements of early childhood professional associations?
Rationale
The impact of the standards movement on preschool education will be
investigated through the perceptions of early childhood stakeholders in Mississippi. A
qualitative approach can be used to measure qualities as collections of meanings that
cannot be expressed as well in quantitative measures (Berg & Lune, 2012). A qualitative
design fits well with this study because qualitative research seeks to look at relationships
within a system. Primarily, qualitative research is designed to understand a given social
situation. Qualitative methods including interviews and collection of archival documents
were conducted.
As the early childhood classroom is impacted by changes in relation to the
implementation of academic learning standards, it is imperative that further research be
conducted to inform best teaching practices to support these outcomes. Baldwin, Adams,
and Kelly (2009) ask an interesting question: “With all of these seemingly contradictory
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goals and philosophies, is it possible to create positive and enticing environments that
meet the developmental needs of preschoolers while also providing access to and
understanding of the skills and knowledge outlined in early learning content standards?”
(p. 72). It is clear that further research is needed to answer this question.
While the current study did not quantitatively evaluate the impact of a particular
approach to instruction in preschool on academic achievement in later grades, it did seek
to find meaning in how stakeholders make decisions about what programming decisions
should be made. This study builds on previous research by seeking an understanding of
how stakeholders perceive the readiness of kindergarten children being introduced to new
academic standards and what they view as important precursor skills from preschool.
Because the new academic standards like CCSS and locally developed standards
are being implemented for the first time in many states, it is also important to evaluate
how the implementation of these standards is impacting instruction in the classroom. A
qualitative investigation can be used to identify how to design future quantitative studies
to evaluate kindergarten readiness in relation to new academic standards and previous
preschool experiences. Studies may also look into the effect of the standards movement
on instructional practices of teachers and resulting impact on student outcomes.
Context
The participants for this study were a sample of preschool teachers,
parent/guardians of preschoolers, kindergarten teachers, and parent/guardians of
kindergarteners in Mississippi. Participants were recruited from a child development
center affiliated with a university in the southern part of the state and an elementary
school that this child development program feeds into, as well as an elementary school in
61

the northern part of the state that has an on-site public preschool program. Study
participants were interviewed and participated in follow-up interviews in the form of
casual conversations. The data from these sources were analyzed to develop themes and
then compared to archival documents. The specific participants were chosen because it
was theorized they could provide insight in to the impact of the standards movement on
preschool experiences and kindergarten readiness. Each person interviewed was expected
to provide a unique perspective on readiness which allowed for deeper understanding of
the complexities of assumptions about preschool. Selected documents also provided
information for the types of activities preschool and kindergarten students participate in
and the kinds of skills used during these activities.
South Child Development Center
The South Child Development Center (SCDC) serves a branch campus for a
university in the state. The SCDC is an academic/teaching and research facility that
provides educational opportunities for children from the ages of eight weeks to five years.
These students come from a variety of backgrounds with families at different levels of
income. For example, some students are the children of faculty and staff, others are the
children of parents from the community who may have lower incomes, and yet others
have parents who are students at the university. The SCDC provides opportunities for
research and study as well as training for undergraduate students. The programs for
children are designed to develop and enhance the whole child through the implementation
of an experiential, comprehensive, child-centered curriculum. This Center was selected
because some undergraduate students participating in practicum experiences at the SCDC
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also teach preschool at local Head Start and private child care programs. This provided
greater potential of diversity of individuals to be recruited for the study.
Beachview Elementary School
The SCDC feeds into an elementary school that is a small town school in the
southern part of Mississippi. Beachview Elementary School (BES) houses kindergarten
through fifth grades and is located in a school district with a student demographics of
64.57% White, 29.93% Black, 1.71% Hispanic, .49% Native American, and 3.30%
Asian. Almost 64% of the students receive free or reduced priced meals. The district has
a 96.83% average daily attendance rate and 100.0% highly qualified teachers. The
district spends $12,626 per student.
North Elementary School
North Elementary School (NES) is in a rural, small town in the northern part of
Mississippi. The school has an on-site public preschool program including two
classrooms that serve 40 children. The program is built around the Mississippi early
learning guidelines and standards and is designed to prepare students for the kindergarten
classroom. The capacity of the preschool program is limited by the availability of
funding, because the state provides only very limited funding for preschool. Additional
preschoolers in the area are served in Head Start programs, private child care programs,
and family homes.
The school is part of a school district with student demographics of 30.82%
White, 64.24% Black, 1.35% Hispanic, .22% Native American, and 3.37% Asian.
Almost 68.29% of the students receive free or reduced priced meals. The district has a
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95.08% average daily attendance rate and 99.15% highly qualified teachers. The district
spends $10,622 per student.
Research Design
Data for this study were collected from the following sources: (1) semi-structured
interviews, (2) collections of pertinent documents and (3) casual conversations that took
place before and after more formal data collection. The participants were chosen due to
their stakeholder role in the early childhood sector of Mississippi.
Due to the qualitative nature of this study, I served as the instrument. Interviews
were conducted using scaffolded interview topics (Rubin & Rubin, 2012). The 45minute interviews were recorded and transcribed verbatim. In addition to an initial semistructured interview, I engaged the participants in casual conversations for member check
of data. The follow-up interviews were used to gain further understanding and to serve as
a point of triangulation and validity check (Berg & Lune, 2012). Just as with the first
interviews, these were recorded and transcribed for subsequent analysis.
Documents including teacher lesson plans and student work samples were chosen
to provide information about the types of activities preschool and kindergarten students
are engaged in and the kinds of skills assessed during these activities. I also collected
documents representing established early childhood education policies, early learning
standards, and position statements of early childhood professional associations. At the
heart of all of the interviews and follow-up discussions were questions about perceptions
of how preschool might be changed to better prepare students for the expected academic
standards implemented in kindergarten. The interview, field note, and archival document
data were triangulated. Wolcott (2009) identifies triangulation of data as strengthening
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fieldwork by double-checking collected data with other sources. I understand better
what it is like for someone with these experiences because of the analysis of these various
data points.
The phenomenological approach used in this study provided information on
perspectives during a time of change and how the problem of getting children ready for
academic standards in kindergarten is being addressed. This qualitative study provided
thick, rich descriptions (Creswell, 2013) obtained through semi-structured interviews
with early childhood stakeholders in Mississippi as well as a review of related archival
documents to evaluate these perspectives.
Researcher’s Role
The role of the researcher in a qualitative investigation is to find answers and
meaning related to the research questions proposed in the study through interactive
experiences with people and documents. The interactive experiences with people
typically include structured or semi-structured interviews and discussions about the reallife experiences of individuals selected to participate in the study. While some
preparation is made for interview questions, the study participants are allowed to diverge
from the plan of the researcher in order to share what they view as important information
(Rubin & Rubin, 2012). It is essential that the researcher build rapport with the study
participants in order to create a foundation of trust that will allow the study participants to
share freely about the phenomenon they are experiencing and the researcher wishes to
study.
I have worked in the early childhood profession for over 20 years. This has
included multiple roles including preschool teacher, private school principal, coordinator
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of state-level professional development and technical assistance programs, and as the
director of a university-based preschool program and instructor in child development. I
am currently an instructor of elementary education. I have served for a number of years
on the executive board of my state’s early childhood association including as president.
I currently serve on the executive board of a regional early childhood association. My
professional preparation has included the developmental preparation of a child and family
studies degree and the educational pedagogy of graduate studies in elementary education.
My emphasis throughout has been early childhood education.
I became interested in kindergarten readiness as I observed my own children’s
transition through kindergarten. While my older children were in kindergarten previous
to the implementation of the CCSS, my youngest child attended kindergarten during the
first year of implementation of the new standards at her school. Of course, my
orientation toward social-constructivist practices in my professional preparation and
practice impact my viewpoint and understanding of the data collected. Since I, as the
researcher, am the principal instrumentation of this qualitative study, my personal
background and educational philosophy informs my analysis of the data.
I am aware that I have potential biases due to my past and current professional
roles and responsibilities. I will utilize detailed field notes, transcribed interviews,
member checks, and a careful review of archival documents selected for analysis to
mitigate the potential of making biased judgments or conclusions. I invited study
participants to review the raw data, analysis, and conclusions drawn from my analysis to
give feedback about potential misunderstandings or inappropriate judgments. This
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allowed for the meaning the participants intended to convey to be represented in the study
findings.
Participant Selection
A purposeful sample of six preschool teachers, six parents/guardians of preschool
children, four kindergarten teachers, and four parents/guardians of kindergarten children
was selected for the study. Twelve of the participants were recruited from the southern
sites and the other eight participants were recruited from the northern site identified for
the study. In qualitative studies, the sample size is intentionally kept small in order to
provide in-depth investigation of the phenomenon to be studied (Berg & Lune, 2012).
The preschool teacher participants were selected to represent varied experiences with
children representing diverse backgrounds including but not limited to ethnicity,
socioeconomic status, and family makeup. I decided to select teacher participants who
either had degrees or were pursuing them because I desired input from professional
educators versus individuals who may only be teaching preschool for pay until they find
something else.
After gaining permission to conduct the study from the child development center
director and school district leadership and upon obtaining Institutional Review Board
(IRB) approval of the study design, a snowballing recruitment method was used by first
having the child development director and elementary principal connect me with
potential preschool and kindergarten teachers to be recruited for the study. The teacher
participants then assisted in recruiting parent participants.
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Informed Consent and Permission Procedures
All participants signed informed consent forms at the time of recruitment. The
study participants were well informed about the purposes of the research and how the
results would be reported. They were also made aware of the specific time commitments
involved in participation in the interviews and follow-up discussions. The study was
conducted under guidance from Mississippi State University’s IRB, which was
responsible for ensuring that the rights and safety of all study participants were protected.
Approval was also obtained from the child development center and school districts for
participation of their constituents in the study.
Study participants received a copy of the informed consent document prior to
participation and were informed that they could withdraw from the study at any time
without any penalty. I endeavored to keep consistent and open communication with
study participants throughout the duration of the study so they understood what to expect
as the study progressed to include how the collected data would be used.
Pseudonyms were used for participant names and the names of the child
development center and schools to protect confidentiality. Interview and follow-up
discussions were recorded on a password protected smartphone and transferred to an
encrypted and password protected computer. All printed copies of data and analysis
including field notes, archival documents, and transcriptions were stored in a secure file
cabinet in my office. Data will be kept until completion of the study, defense of my
dissertation, related presentations at professional conferences, and publication of related
articles. Following these activities, all data will be destroyed.
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Gaining Access and Entry
As stated before, a snowballing recruitment strategy was utilized to obtain a
purposeful sample of participants. I also purposefully selected research sites that
represented an established relationship ease of access for me as much as possible.
Wolcott (1995) emphasizes the importance of maintaining rapport once entry has been
established. I made the building of rapport with study participants a priority by
expressing gratitude, reminding participants why the study was being conducted, and
emphasizing the importance of their unique perspectives in answering the research
questions. Due to the potentially invasive nature of the qualitative research process, I
was flexible and conducted interviews and focus group discussions at times and locations
convenient to study participants.
Data Collection
The data for phenomenological research are gathered primarily through in-depth
interviews and conversations with participants identified to have experiences with the
phenomenon identified for study. Data were collected from multiple sources, including
participants who had experienced the study phenomenon first hand. I conducted
interviews, facilitated follow up discussions, and collected documents to support the
research and evaluate the experience of these individuals. I kept an accurate account of
interviews by recording and transcribing the information for future use.
Interviewing
The focus of qualitative interviewing is for me to engage in dialogue with study
participants based on a purpose that is skillfully guided by the researcher (Rubin &
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Rubin, 2012). An essential skill for the researcher to have is the ability to actively listen
to the participants during the interview. This requires focusing more on what the
participant is saying, only speaking to gain clarification and keeping the conversation on
task versus interjecting my own ideas to the conversation. A trusting relationship is
essential so the participant feels comfortable sharing thoughts freely with the researcher.
The researcher should establish rapport by helping the participant to feel like a
collaborator versus a subject of research (Wolcott, 1995). I communicated to the
interviewees that they are considered experts and that their insights were important data
collected to answer the research questions.
Each of the participants participated in an initial interview lasting approximately
45 minutes with a potential follow-up interview by phone or in person lasting
approximately 30 minutes. Scaffolded interview topics were used for the first interviews.
These topics included the meaning associated with kindergarten readiness, readiness
expectations, readiness experiences, teacher preparation, and child characteristics. For
example, subtopics under the main topic of readiness expectation included the impact of
preschool experiences, the parents’ role in the transition to kindergarten, and important
concepts, skills, or understandings for successful kindergarteners (see Appendix H).
While I used the interview topics and questions, I also allowed data to emerge based on
what the participants shared and used the follow-up interviews to gain more in depth
insight into the emerging data.
The participants were also given the opportunity to discuss their concerns,
challenges, and difficulties regarding kindergarten readiness that may not be specifically
asked in the interview topics and questions. The follow-up interviews were intentionally
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more casual in nature to facilitate rapport and allow the participants to feel at ease sharing
what they thought important about the readiness process. A conversational style was
more easily achieved at this point in the study, as relationships with the participants had
developed through interactions related to the study. These interviews were their
opportunity to share what they wished they would have in the previous interviews.
Follow-up interviews were also used to gain elaboration on comments made and fill in
any gaps of understanding following the previous interviews. I analyzed the initial
interviews and used the subsequent interviews for member checking of this analysis and
to follow up on topics relevant to the three research questions.
Interviews were held in the teachers’ classrooms whenever possible so as to create a nonthreatening environment that put interviewees at ease with answering questions. At times
when this was not appropriate or possible, a conference room was used. The interviews
were recorded and then transcribed verbatim.
Field Notes
I maintained detailed field notes of the interviews by writing short field notes and
later expanded notes of the experiences. Notes were also made of how the collection of
archival documents related to the research and of my thoughts as I went through the
process of transcribing and analyzing the data. Field notes are to consist of descriptive
word pictures of the settings, actions, and conversations from the field and include what
the researcher thinks, takes in through the senses, and experiences (Wolcott, 1995). I
wrote notes before, during, and immediately after each interaction with study participants
and included my thoughts and reactions during the interviews and focus group
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discussions. The field notes were used as part of the analysis to add depth of
understanding and identify potential biases.
Archival Documents
Archival documents included position statements of early childhood and
educational professional associations, the MCCR Standards for Kindergarten, the
Mississippi Early Learning Standards for Classroom Serving Four Year Olds, and
additional documents identified as pertinent through data collection activities with study
participants. The goal of collecting and analyzing these documents was to determine how
established positions and policies relate to the perspectives of stakeholders regarding
kindergarten readiness. They were collected to give another perspective of the
phenomenon being studied.
In addition to the documents identified here, the study participants were invited to
suggest documents that may provide an added layer of understanding of the phenomenon
being studied. In addition to official documents, these could potentially include the
teachers’ lesson plans, curriculum guides, examples of homework, and other pertinent
information. The goal of collecting these additional documents was to give additional
insights into the participants’ perceptions about kindergarten readiness and to provide an
additional layer of triangulation of data.
Classroom Documents
The teacher participants were asked to bring a sample copy of their lesson plans
for a week that they perceived to exemplify their best practice to the interview. The
lesson plans showed the quality and quantity of social-emotional skills and academic
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content instruction included by teachers in classroom learning activities. They also
provided a glimpse into the instructional modalities most often implemented by each
teacher, and whether they were more environmental-behaviorist or social-constructivist in
their instructional orientation. Three of the four kindergarten teachers and all six pre-K
teachers provided lesson plans for review and analysis.
The teacher participants were also asked to bring a sample of student work that
exemplified the types of student learning activities provided in their classrooms. They
showed emphasis in learning activities on either social-emotional skills or academics and
what types of skills are being worked on at the pre-K and kindergarten levels. Three of
the four kindergarten teachers and five of the six pre-K teachers provided student work
samples.
Official Documents
Official documents reviewed include the following:


Mississippi Early Learning Standards for Classrooms Serving Four-Year-Old
Children (Mississippi Department of Education, 2013a)



2016 Mississippi College and Career Readiness Standards for ELA (Mississippi
Department of Education, 2016a)



2016 Mississippi College and Career Readiness Standards for Mathematics
(Mississippi Department of Education, 2016b)



Learning to Read and Write: DAP for Young Children – Joint Position of NAEYC
and the IRA (NAEYC, n.d.)
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Early Childhood Curriculum, Assessment, and Program Evaluation – Joint
Position of the NAEYC & NAECS/SDE (NAEYC, 2003)



DAP in Early Childhood Programs Serving Children from Birth through Age 8 –
Position of NAEYC (Copple & Bredekamp, 2009)

The documents emphasized the appropriate instructional content, as well as the best
practices for curriculum and instruction for pre-K and kindergarten classrooms.
The Mississippi Early Learning Standards for Classrooms Serving Four-Year-Old
Children (Mississippi Department of Education, 2013a) includes standards for (a)
English language arts, (b) mathematics, (c) approaches to learning, (d) social and
emotional development, (e) science, (f) physical development, (g) creative expression,
and (h) social studies. The Mississippi College and Career Readiness Standards
(Mississippi Department of Education, 2016a) documents are for the content areas of
English language arts and mathematics.
Learning to Read and Write: DAP for Young Children – Joint Position of NAEYC
and the IRA (NAEYC, n.d.) outlines the components of developmentally appropriate
experiences and teaching supports to facilitate optimum literacy learning for young
children. I focused on the sections for recommended teaching practices entitled “During
the Preschool Years” and “In Kindergarten and the Primary Grades.” Tables 3 and 4
display these recommended practices for both pre-K and kindergarten students.
Early Childhood Curriculum, Assessment, and Program Evaluation – Joint
Position of the NAEYC & NAECS/SDE (NAEYC, 2003) provides recommendations for
curriculum implementation, appropriate assessment, and effective program evaluation
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that promote positive outcomes for pre-K and kindergarten aged children. I focused on
the indicators of effectiveness for curriculum. Table 5 displays a list of indicators of
effectiveness.
Finally, DAP in Early Childhood Programs Serving Children from Birth through
Age 8 – Position of NAEYC (Copple & Bredekamp, 2009) provides guidelines for
developmentally appropriate practice in early childhood classrooms. I used sections #2
and #3, “Teaching to Enhance Development and Learning A-J” and “Planning
Curriculum to Achieve Important Goals A-F.” Table 6 displays teaching practices to
enhance development and learning. Table 7 displays curriculum planning that is
developmentally appropriate for pre-K and kindergarten.
Data Analysis
I used Braun and Clarke’s (2006) six-step thematic analysis approach to analyze
data in this study. This thematic analysis included: 1) becoming familiar with data; 2)
generalizing initial codes; 3) searching for themes; 4) reviewing themes; 5) defining and
naming themes; and 6) producing a report of findings. While this model provides a series
of steps, they operate in more of a cyclical nature as steps are revisited related to varying
emerging concepts throughout the analysis process. As a concept emerged from the data,
I identified it as a reoccurring concept if ten or more participants reported it. Concepts
were considered consensus concepts if all 20 participants reported them. Additionally,
concepts were identified as group reoccurring if most in a particular participant group
(e.g. three out of four kindergarten teachers or four out of six pre-K parent/guardians)
reported the concept and group consensus if all from a particular participant group
reported on the concept (e.g. all pre-K teachers).
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Coding of the Data
The qualitative researcher should examine the data to find words, phrases, and
patterns that repeat and emerge as important in the collected data (Rubin & Rubin, 2012).
I used a semi-structured interview process with the 20 participants and an individual
versus group level unit of analysis. A set of 18 interview prompts (see Appendix H) were
used with each of the interviews, which lasted between 30 and 45 minutes. I digitally
recorded the interviews using a smart phone. I also took field notes during and just after
the interviews and gathered documents from the teacher participants. I listened to all of
the interview recordings after I conducted them and made notes about my initial
impressions. I then transcribed the recordings resulting in 162 pages containing over
6,686 lines of text. While this took a good bit of time, it gave me the opportunity to go
through the data again looking for possible emerging themes related to the research
questions. As I went through this process, I made notes about my impressions. I then
read through the transcripts one more time and made notes. After this, I created a series
of codes based on what I perceived as emerging themes that were also related to the
research questions and my theoretical framework. I then categorized the data based on
the color coding. From this catalog, I created a matrix for the themes I was able to
triangulate. My next step was to compare specific interview questions among groups to
the research questions and verify triangulation and to make sure was not missing
anything in my coding. After I finished all of these steps, I created a matrix that showed
the themes and provided evidence from the participant groups as well as from the
documents.
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I created a coding system to identify direct quotes or a summary of responses
from a participant. The code starts with a capital “K” or “P” representing kindergarten or
pre-K participants. This is followed by a capital “G” or “T” representing parent/guardian
or teacher participants. The final capital letter is the first letter in the pseudonym
assigned to each participant (A-Alice, B-Barbara, C-Carla, etc.). These three letters are
followed by a dash and then a number representing the first line of text from the section
of the participant’s interview transcript that the data was taken. For example, the code
KTO-39 indicates that the data were cited from line 39 of the transcription for
kindergarten teacher Odessa.
Member Check
Data obtained from the subsequent interviews were merged to create a matrix
based on key topics from the guide used for the interviews as well as unexpected themes
that emerged. Included in this matrix and subsequent analysis were data collected through
the follow-up interviews to provide member check of themes that were common within
all the participants.
The next step in the analysis was categorizing into codes. I used the concepts and
themes that I established through my initial pen and paper analysis. A hierarchy of codes
was created based on established and emerging themes. I also had a code for my socialinteractionist theoretical model depicted by stakeholders representing various levels
environmental-behaviorist and social constructivist instructional practices. The goal of
this second phase of analysis was to move to identifying important concepts.
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Figure 1.

Social-Interactionist Theoretical Framework.

The final stage of the data analysis process was to consolidate the emerging
categories into a series of major concepts that portrayed the meaning that was derived
from the data (Berg & Lune, 2012). Through this process, I was able to provide a thick,
rich description of the meaning portrayed by the data so that there is a better
understanding of the readiness perspectives and understandings of various early
childhood stakeholder groups in Mississippi.
Summary
The intent of this investigation was to gain a better understanding about how
perspectives of various stakeholders in the early childhood sector of Mississippi relate
to the impact of the standards movement on pre-K and readiness for kindergarten. A
qualitative investigation utilizing interviews and archival documents as well as a
constant comparative thematic analysis were used to gain an understanding of the
perceptions of early childhood stakeholders about kindergarten readiness. Insight from
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this study may be used to inform policy decisions and to improve the quality of pre-K
programs in the state of Mississippi.
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RESEARCH FINDINGS
This chapter presents the results of the data I analyzed for this study. I coded
interview data from a total of 20 stakeholders in the early childhood sector from both
northern and southern regions of Mississippi including four parent/guardians of children
in kindergarten, six parent/guardians of children in pre-K four kindergarten teachers, and
six pre-K teachers. In addition, data were analyzed from my field notes and documents
including positions statements of professional organizations and the Mississippi
Department of Education learning standards.
This chapter is divided into three sections. The first section provides an overview
of how the data were coded. The next section provides an overview of each participant’s
experience with kindergarten readiness in Mississippi as well as summary data from each
of the official documents analyzed for the study. The third section provides concept
findings that emerged from the data during analysis related to each of the research
questions. A summary of the findings is provided at the end.
Participants
The setting of the study was two elementary schools with on-site pre-K programs.
One school was in the northern part of the state and the other was in the south. The
elementary school in the northern part of the state offered a public pre-K program for a
total of 40 students. The southern elementary school had an on-site pre-K program
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operated by a local university. Both schools were considered highly rated in the state’s
accountability system. In addition to parents and teachers at these sites, parents and
teachers participating in Head Start programs in the same service area were invited to
participate in the study as well.
The four participating kindergarten teachers had a range of 1 to 17 years of
experience and an average of 10. The six participating pre-K teachers had a range of 2 to
20 years of experience and an average of 10 years. All four of the kindergarten teachers
had a bachelor’s degree in elementary education. Two of the pre-K teachers had a
master’s degree in early childhood, one had a bachelor’s degree in child development,
another had a bachelor’s degree in elementary education, and the other two were working
on their first bachelor’s degree in child development. The participating parents were
invited because they had children in one of the schools and could be contacted to
participate in the study with the help of the teacher participants. Tables 1 and 2 concisely
present information on the participants including their child’s grade level, the affiliated
school, race, education level, and relationship status.
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Table 1
Parent/Guardian Participants.
Name Child’s
School
Grade
Level
Alice Kindergarten North Elementary

Race Education
Level

Relationship
Status

White Bachelor’s

Kelly Kindergarten Beachview Elementary

White Bachelor’s

Laura Kindergarten North Elementary

White Master’s

Sally

Kindergarten Beachview Elementary

White Master’s

Carla

Pre-K

White Master’s

Single/
Parent
Married/
Parent
Married/
Parent
Married/
Grandparent
Married/
Parent
Single/
Parent
Single/
Parent
Married/
Parent
Married/
Parent
Married/
Parent

Barbara Pre-K
Elma

Pre-K

Jillian Pre-K

South Child Development
Center
South Child Development
Center
Head Start

Diane Pre-K

South Child Development
Center
Private Child Care

Frankie Pre-K

Head Start

White Bachelor’s
Black Some
College
White Master’s
White Bachelor’s
Black Some
College
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Table 2
Teacher Participants.
Name
Grace

Grade
Level
Pre-K

Hilda

Pre-K

Izzy

Pre-K

Nancy

Pre-K

Macey

Pre-K

Tina

Pre-K

Odessa

Kindergarten Beachview
Elementary
Kindergarten North
Elementary
Kindergarten Beachview
Elementary
Kindergarten North
Elementary

Pamela
Rachel
Valerie

School

Ethnicity

Education
Level
Bachelor’s

Years
Experience
Two Years
Six Years

White

Some
College
Master’s

White

Bachelor’s

10 Years

White

Master’s

20 Years

Hispanic

10 Years

White

Some
College
Bachelor’s

White

Bachelor’s

10 Years

Black

Bachelor’s

Three Years

White

Bachelor’s

17 Years

South Child White
Development
Center
Head Start
Black
South Child
Development
Center
North
Elementary
South Child
Development
Center
Head Start

10 Years

10 Years

Document Review
I collected both official documents pertaining to school readiness from
professional organizations and from the Mississippi Department of Education, as well as
documents collected from study participants. I collected and analyzed a total of 25
documents to serve as a source of triangulation for the data. Teachers’ lesson plans and
student work samples were used to answer questions about teachers’ perceptions and
understandings of kindergarten readiness. These perceptions and understandings of
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readiness were also compared to formal documents. The pertinent sections of these
formal documents are provided in Tables 3 through 8.
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Table 3
Example of the Mississippi Prekindergarten Early Learning Standards Crosswalk (Early
Childhood Institute, n.d., p. 10)

2. No developmentally
appropriate standard.

3. No developmentally
appropriate standard.

kindergarten

4-year-olds

3-year-olds

1. With guidance and
support, explore and
experiment with a
combination of written
representations (e.g.,
scribbling or drawing) to
represent stories,
experiences, or ideas.

WRITING (WR)
Text Type and Purposes
1. With prompting and
Use a combination of drawing, dictating,
support, recognize that
and writing to compose opinion pieces in
writing is a way of
which they tell a reader the topic or the
communicating for a
name of the book they are writing about
variety of purposes.
and state an opinion or preference about
a. Explore and experiment
the topic or book (e.g., My favorite book
with a combination of
is…).
written representations
(e.g., scribbles, drawings,
letters, and dictations) to
express an opinion.
b. Explore and experiment
with a combination of
written representations
(e.g., scribbles, drawings,
letters, and dictations) and
describe writing.
c. Explore and experiment
with a combination of
written representations
(e.g., scribbles, drawings,
letters, and dictations) to
tell about events or stories.
2. No developmentally
Use a combination of drawing, dictating,
appropriate standard.
and writing to compose
informative/explanatory tests in which
they name what they are writing about
and supply some information about the
topic.
3. No developmentally
Use a combination of drawing, dictating,
appropriate standard.
and writing to narrate a single event or
several loosely linked events in the order
in which they occur, and provide a
reaction to what happened.
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Table 4
Recommended Teaching Practices During the Preschool Years from “Learning to Read
and Write: DAP for Young Children” (n.d., p. 9)
Recommended Teaching Practices During the Preschool Years
1 Positive, nurturing relationships with adults who engage in responsive conversations
with individual children, model reading and writing behavior, and foster children’s
interest in and enjoyment of reading and writing.
2 Print-rich environments that provide opportunities and tools for children to see and use
written language for a variety of purposes, with teachers drawing children’s attention to
specific letters and words.
3 Adults’ daily reading of high-quality books to individual children or small groups,
including books that positively reflect children’s identity, home language, and culture.
4 Opportunities for children to talk about what is read and to focus on the sounds and
parts of language as well as the meaning.
5 Teaching strategies and experiences that develop phonemic awareness, such as songs,
fingerplays, games, poems, and stories in which phonemic patterns such as rhyme and
alliteration are salient.
6 Opportunities to engage in play that incorporates literacy tools, such as writing a
grocery list in dramatic play, making signs in block building, and using icons and words
in exploring a computer game.
7 Firsthand experiences that expand children’s vocabulary, such as trips in the community
and exposure to various tools, objects, and materials.
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Table 5
Recommended Teaching Practices in Kindergarten and Primary Grades from “Learning
to Read and Write: DAP for Young Children” (n.d., p. 10)
Recommended Teaching Practices in the Kindergarten and Primary Grades
1 Daily experiences of being read to and independently reading meaningful and engaging
stories and informational texts.
2 A balanced instructional program that includes systematic code instruction along with
meaningful reading and writing activities.
3 Daily opportunities and teacher support to write many kinds of texts for different
purposes, including stories, lists, messages to others, poems, reports, and responses to
literature.
4 Writing experiences that allow the flexibility to use nonconventional forms of writing at
first (invented or phonic spelling) and over time move to conventional forms.
5 Opportunities to work in small groups for focused instruction and collaboration with
other children.
6 An intellectually engaging and challenging curriculum that expands knowledge of the
world and vocabulary.
7 Adaptation of instructional strategies or more individualized instruction if the child fails
to make expected progress in reading or when literacy skills are advanced.

Table 6
Indicators of Effectiveness from NAEYC & NAECS/SDE Position Statement (2003, p. 2)
Curriculum Recommendations: Indicators of Effectiveness
1 Children are active and engaged.
2 Goals are clear and shared by all.
3 Curriculum is evidence-based.
4 Valued content is learned through investigation, play, and focused, intentional
teaching.
5 Curriculum builds on prior learning and experiences.
6 Curriculum is comprehensive.
7 Professional standards validate the curriculum’s subject-matter content.
8 The curriculum is likely to benefit children.
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Table 7
Section 2 of “Developmentally Appropriate Practice in Early Childhood Programs
Serving Children from Birth through Age 8” (NAEYC, 2009, pgs. 17-20).
Teaching to Enhance Development and Learning
A Teachers are responsible for fostering the caring learning community through their
teaching.
B Teachers make it a priority to know each child well, and also the people most
significant in the child’s life.
C Teachers take responsibility for knowing what the desired goals for the program are
and how the program’s curriculum is intended to achieve those goals.
D Teachers plan for learning experiences that effectively implement a comprehensive
curriculum so that children attain key goals across the domains (physical, social,
emotional, cognitive) and across disciplines (language, literacy, including English
acquisition, mathematics, social studies, science, art, music, physical education, and
health).
E Teachers plan the environment, schedule, and daily activities to promote each child’s
learning and development.
F Teachers possess an extensive repertoire of skills and strategies they are able to draw
on, and they know how and when to choose among them, to effectively promote each
child’s learning and development at that moment.
G Teachers know how to scaffold children’s learning—that is, providing just enough
assistance to enable each child to perform at a skill level just beyond what the child can
do on this or her own, then gradually reducing the support as the child begins to master
the skill, and setting the stage for the next challenge.
H Teachers know how and when to use the various learning formats/contexts most
strategically.
I When children have missed some of the learning opportunities necessary for school
success (most often children from low-income households), programs and teachers
provide them with even more extended, enriched, and intensive learning experiences
than are provided to their peers.
J Teachers make experiences in their classrooms accessible and responsive to all children
and their needs—including children who are English language learners, have special
needs or disabilities, live in poverty or other challenging circumstances, or are from
different cultures.
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Table 8
Section 3 of “Developmentally Appropriate Practice in Early Childhood Programs
Serving Children from Birth through Age 8” (Copple & Bredekamp, 2009, pgs. 20-21).
Planning Curriculum to Achieve Important Goals A-E
A Desired goals that are important in young children’s learning and development have
been identified and clearly articulated.
B The program has a comprehensive, effective curriculum that targets the identified
goals, including all those foundational for later learning and school success.
C Teachers use the curriculum framework in their planning to ensure there is ample
attention to important learning goals and to enhance the coherence of the classroom
experience for children.
D Teachers make meaningful connections a priority in the learning experiences they
provide children, to reflect that all learners, and certainly young children, learn best
when concepts, language, and skills they encounter are related to something they know
and care about, and when the new learnings are themselves interconnected in
meaningful, coherent ways.
E Teachers collaborate with those teaching in the preceding and subsequent grade levels,
sharing information about children and working to increase the continuity and
coherence across ages/grades, while protecting the integrity and appropriateness of
practices at each level.

Findings Reported by Research Question
In the following sections, I report on findings organized by my two research
questions. Research question one is broken into two parts. The first part deals with
perceptions of parents and teachers in the early childhood sector of Mississippi about the
impact of the standards on pre-K and kindergarten experiences. The second part focuses
on understandings about the experiences that promote kindergarten readiness. Since
research question number two is so closely related to the first question, findings related to
it are considered alongside these two parts by identifying how these perceptions compare
to established early childhood education policies, early learning standards, and position
statements of early childhood professional associations.
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Reporting Transcript Data
The findings from interviews with study participants give insight into the
perceptions of the various stakeholders in the early childhood sector of Mississippi. I
created a coding system to identify direct quotes or a summary of responses from a
participant. The code starts with a capital “K” or “P” representing kindergarten or pre-K
participants. This is followed by a capital “G” or “T” representing parent/guardian or
teacher participants. The final capital letter is the first letter in the pseudonym assigned
to each participant (A-Alice, B-Barbara, C-Carla, etc.). These three letters are followed
by a dash and then a number representing the first line of text from the section of the
participant’s interview transcript that the data was taken. For example, the code KTO-39
indicates that the data were cited from line 39 of the transcription for kindergarten teacher
Odessa.
Research Question # 1 (Part A)
What are the perceptions of parents and teachers in the early childhood education
sector of Mississippi about the impact of standards on pre-K and
kindergarten experiences?
Research Question # 2
How do these perceptions and understandings compare to established early
childhood education policies, early learning standards, and position
statements of early childhood professional associations?
Since research question number one is in two parts, the concepts regarding
kindergarten teachers’, pre-K teachers’, kindergarten parent/guardians’, and pre-K
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parent/guardians’ perceptions of the impact of the standards movement on pre-K and
kindergarten experiences are presented in this section. Six concepts emerged from the
interviews with participants regarding their perceptions of the impact of the standards
movement on pre-K and kindergarten classrooms in Mississippi. Findings that evolved
were framed with (a) increased focus on academics in pre-K and kindergarten, (b)
environmental-behaviorist approach to instruction overtaking kindergarten, (c) less focus
on physical development, (d) pre-K experiences important for success in kindergarten, (e)
teacher job satisfaction, and (f) pressure.
In the analysis for research question number two, I sought to identify how the
perceptions and understandings of study participants that were identified as concepts
related to question number one compare to established early childhood education
policies, early learning standards, and positions statements of early childhood
professional associations. I analyzed the data to show the relationship between these
perceptions and understandings with the five formal documents. Each of these documents
is very broad and addresses components of early childhood instruction that were less
relevant for understanding perceptions of kindergarten readiness. Because of this, only
relevant sections were used as data for this study, as follows.


The Mississippi Early Learning Standards for Classrooms Serving FourYear-Old Children includes standards for (a) English language arts, (b)
mathematics, (c) approaches to learning, (d) social and emotional
development, (e) science, (f) physical development, (g) creative
expression, and (h) social studies. For this study, I focused analysis on the
English language arts, mathematics, and approaches to learning sections.
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The Mississippi College and Career Readiness Standards documents are
for the content areas of English language arts and mathematics, and the
analysis focused on the kindergarten sections. To aid the analysis, I used a
crosswalk developed by the Mississippi State University Early Childhood
Institute. Table 2 displays an example of the crosswalk of standards in
English language arts for four-year-old children and kindergartens.



For the Learning to Read and Write document, I focused on the section on
recommended teaching practices in the sections entitled “During the
Preschool Years” and “In Kindergarten and the Primary Grades.” Tables
3 and 4 respectively display the recommended teaching practices for each
age group from this document.



For the Early Childhood Curriculum, Assessment, and Program
Evaluation document, I used the bullet list of indicators of effectiveness.
Table 5 displays this list of indicators.



For NAEYC’s position statement on DAP, I used section #2, “Teaching to
Enhance Development and Learning A-J,” and section #3, “Planning
Curriculum to Achieve Important Goals A-F.” These sections are
displayed in table 6 and 7 respectfully.

Increased Focus on Academics in Pre-K and Kindergarten
Study participants talked about a shift to increased focus on academics in pre-K
and kindergarten. While the reoccurring concept was that 11 out of 20 participants
tended to emphasize social-emotional preparation for kindergarten first, there was some
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important contrast in perceptions when looking at individual groups of participants.
There was a reoccurring concept from three out of four kindergarten teachers
emphasizing academic preparation first due to increased academic demands in
kindergarten and a reoccurring concept from four out of six pre-K teachers emphasizing
social-emotional preparation for kindergarten. The parent participants were evenly split
in their perspectives.
Kindergarten teachers The kindergarten teachers perceived that they have little
time for intentional teaching of social emotional skills (KTO-226, KTR-422, KTV-70).
The focus is primarily on the academic content of English language arts and mathematics,
with a lot of focus on literacy skills. And this focus on academics begins at the very start
of kindergarten. Odessa stated, “We give a pretest as soon as they come into
kindergarten that assesses their knowledge of letters, sounds, the basic flat shapes, upper
case, lower case, and the basic numbers up to the teens and twenty” (KTO-225). She
went on to say, “We are benchmarking them based on their reading levels; we give the
early literacy test, which gives us their phonics skills, and we give sight words
assessments weekly starting the second semester” (KTO-255). Pamela wishes that more
children came to her kindergarten class with academic knowledge, “And it also helps for
them to have that knowledge of letters and shapes and all that kind of things that they
learn in pre-K; it is really hard to get one that has not been anywhere and you’ve got to
start at the bottom” (KTP-120). She went on to say, “Well like when they start
kindergarten, if they already knew their sounds, we could jump right into learning to
decode, but we don’t hit that until right around Christmas because we are teaching the
sounds” (KTP-155). Most of the kindergarten teachers stated that the academics of
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kindergarten is much like first grade used to be. Rachel stated, “I think now to be ready
for kindergarten, you’ve got to be able to do what first graders did ten years ago; you’ve
got to be familiar with a little bit of phonics, have an awareness of what an alphabet is,
two types of letters, that they have a sound, and that you put letters together to make
words” (KTR-433). The teachers also point to an end of year goal of children being able
to read as driving the academic content of kindergarten. For example, Valerie said, “I
would like them to know their sounds, because that is important because they want them
to be reading before they leave us” (KTV-166). Odessa also talked about how this goal
to be reading at the end of the year drives what children need to know when they come to
kindergarten, “You can’t just come to kindergarten to learn your letters, you need to
come into kindergarten knowing your letters as well as your sounds, how to count to 100,
you know, we have been assessing kindergarteners on their reading levels now; it is the
grade where you come to read versus that was first grade four to five years ago” (KTO32). Odessa, like several others, had a strong sense of the academic changes in pre-K.
Pre-K teachers. Not only kindergarten, pre-K has made somewhat of a shift to
more of an academic focus. However, when asked what is most important in terms of
kindergarten readiness, pre-K teachers tend to emphasize social-emotional skills first and
academics second. Four out of six pre-K teachers emphasized social-emotional skills
first. Grace stated, “I think the main thing is just the socialization and how to act in the
classroom” (PTG-56). Izzy echoed this, “I feel they need social and emotional skills; I
think they should know how to be able to play with other children, how to do transitions,
how to sit and listen” (PTI-99). When they talk about social-emotional preparation, they
seem to genuinely believe this is important. Izzy stated, “But normally, just in my
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experience, children who are able to do that are usually more advanced academically,
because they are able to do things by themselves, and they want to take that initiative, and
they are able to sit down and talk to me (PTI-241). Comments like this show the pre-K
teachers’ understandings of how important social-emotional skills are to success in
school.
In spite of their belief in the importance of social and emotional skills, the pre-K
teachers talked about more heavy academic content in pre-K. When the pre-K teachers
talked about academics, they tended to emphasize what they, the parents, the kindergarten
teachers, and school administrators, want them to know. Grace said, “I know that when
one of my little girls went up, they did their letters and everything and she knew just as
much or more than some of the other kids; I guess that is saying a lot, saying she was
ready” (PTG-150). Izzy said, “I think for parents it means to know your ABC’s and to
write your name” (PTI-222). She went on to say, “I think it is society as a whole who
think we have to be this academically superior country, when in reality, not everyone is
going to be academically superior” (PTI-410). This may cause some pre-K teachers to
overly emphasize academics at the expense of social-emotional readiness. Hilda is one of
the pre-K teachers who has noticed an increase in academic content in pre-K, “They are
given more work than when my children were in pre-K; mine learned just the first part of
their ABC’s and if you knew one to ten you were great, but now they have to basically
learn a lot more so that Head Start sort of seems like kindergarten” (PTH-28). Nancy
said, “When I first started teaching pre-K, it was more about the social skills and motor
skills, and not it’s more academic; there’s a lot more emphasis on letters, numbers, and
sounds” (PTN-43). She went on to say, “As far as academics, now days they want them
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to already know most of their letters and sounds before they start kindergarten, but they
are not always ready for that” (PTN-83). She points to what is happening in kindergarten
as driving this change, “I just think that they (parents) need to know that kindergarten is
not like kindergarten was when they went to school, and that it is going to be more
academic; they want them reading by the end of kindergarten and they are going to be
starting homework” (PTN-179). The preschool teachers perceive that what is happening
in kindergarten is not developmentally appropriate, but that they must make
accommodations to their instruction to prepare children for the academic pressures they
will encounter.
Parent/guardians. Parent/guardians did not talk about academics as much as the
teacher participants, tending to emphasize social-emotional preparation for school. There
were a few comments about specific academic skills they perceived as important for
readiness. Kindergarten guardian Sally said, “The child of course has to know some
academics: letters, numbers, colors, preferably reading small sight words” (KGS-197).
Pre-K parent Carla identified important academic skills as important including, “grasp of
the alphabet, writing, phonetics, what do the letters sound like and how to put them
together, sight words, and some very basic math skills” (PGC-99). Some pre-K parents
were not sure what academics should be focused on. Jamie stated, “I don’t know the
educational guidelines of what they should know” (PGJ-81). But, in general the
parent/guardians did not talk much about academics.
Documents. These perceptions emphasizing academic preparation for
kindergarten first by kindergarten teachers due to higher academic demands in
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kindergarten and the related concept of heavier academic content in pre-K by the pre-K
teacher participants stands in contrast to the overall reoccurring concept emphasizing
social-emotional preparation for kindergarten. These concepts were compared with the
Mississippi Prekindergarten Early Learning Standards crosswalks for English Language
Arts and Mathematics as well as indicator D of section 2 and indicator E of section 3 of
NAEYC’s Position Statement on DAP. See Tables 6 and 7.
The kindergarten teacher participants mentioned a set of skills that they perceive
make children ready for kindergarten. These include the literacy skills of recognizing
and naming upper and lower case letters, knowing the sounds of letters, putting sounds
together to make words, recognizing simple sight words, knowledge of print, knowing
how to write at least their first name, and being able to recognize story elements like the
main point or characters in a story. The expectation of having knowledge of print is
congruent with the foundational skills number one from the Mississippi early learning
standards crosswalk. However, recognizing and naming all of the upper and lower case
letters is an end of year foundational skills kindergarten expectation, as is knowing all of
the sounds. Recognizing some high-frequency sight words is an appropriate expectation
according to the standards. The last expectation of recognizing story elements is in
alignment with the literature standards one and three for four-year-olds from the
crosswalk (Early Childhood Institute, n.d.). In other words, the teachers described
expectations for pre-K that are found in end-of-kindergarten expectations in the
professional documents.
The kindergarten teachers also mentioned math skills including counting to
somewhere between 10-100 (preferably 100), knowing simple math facts, recognizing
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two-dimensional shapes, being able to write numbers through 20, and counting by tens.
They all also mentioned that children should know their colors, which is a science
concept. While the ability to count to 10 is below the four-year-old standard, the ability
to count to 100 is an end of year expectation for kindergarten. The ability to do simple
math facts is appropriate for children entering kindergarten as long as guidance and
support are provided. Recognizing two-dimensional shapes is also appropriate. Writing
numbers through 20 and counting by tens are end of year kindergarten expectations
(Early Childhood Institute, n.d.).
The teachers talked about literacy expectations including children being able to
read, recognize vowels, blends, diagraphs, CVC words, word families, and be able to
write complete sentences by the end of K. The literacy skills of recognizing vowels,
blends, diagraphs, CVC words, and word families are all congruent with the end of year
expectations for kindergarteners on the crosswalk (Early Childhood Institute, n.d.).
However, the end of year expectations for reading are that children can read emergent
reader texts and use a combination of drawing, dictating and writing. The end of year
math expectations included addition, subtraction, and to recognize and name threedimensional shapes. According to the crosswalk, the adding and subtracting expectations
are appropriate so long as concrete objects and drawings are used as representations. The
expectation to recognize and name three-dimensional shapes exceeds the standard, which
is to recognize the difference between two and three-dimensional shapes.
The kindergarten teachers reported that they felt a pressure to exceed the
standards in many cases and because of this, want pre-K teachers to do the same. But
they also want the pre-K teachers to handle the social-emotional training as well. Valerie
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stated, “A pre-K teacher needs to be able to get social skills in before they get to
kindergarten” (KTV-70). Pamela said, “They need to know how to act; they need to
know that you can’t just come to school and do whatever you want to” (KTP-73).
Indicator D of section two of NAEYC’s position statement on DAP highlights the need
for teachers to “plan for learning experiences that effectively implement a comprehensive
curriculum so that children attain key goals across the domains (physical, social,
emotional, cognitive) and across the disciplines (language, literacy, including English
acquisition, mathematics, social studies, science, art, music, physical education, and
health)” (Copple & Bredekamp, 2009, p. 18). It is absolutely appropriate for pre-K
teachers to work on both the academic disciplines of literacy and mathematics while also
preparing children socially and emotionally for kindergarten. However, it is not
appropriate or fair to expect them to carry the sole responsibility for the social-emotional
preparation of children for kindergarten. Indicator E of section three of the NAEYC
position statement on DAP calls for teachers to “collaborate with those teaching in the
preceding and subsequent grade levels, sharing information about children and working
to increase the continuity and coherence across ages/grades, while protecting the integrity
and appropriateness of practices at each level” (Copple & Bredekamp, 2009, p. 21). It
appears that this push down of responsibility that is evidently coming from the upper
grades to kindergarten and then from kindergarten to pre-K is in contrast to this indicator.
Throughout the responses from study participants about the increased academic
content of kindergarten and pre-K was the perception that the pressure to include and in
many cases exceed academic expectations found in the documents came from another
group. And this all seems to be driven by the testing and data collection related to
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standards later in school. The pre-K teachers and directors feel pressure from
kindergarten teachers, who experience pressure from first grade teachers and school
administrators. Overall, study participants tended to talk about the perception that an
increasingly academically focused pre-K and kindergarten may not be best for young
children, even when they are able to meet the increased demands.
Conclusion. When the study participants were asked what kindergarten readiness
means, it was interesting to note what they talked about first as well as what they mainly
talked about. The data were coded to note comments related to social-emotional and
academic preparation for kindergarten. Most of the study participants emphasized socialemotional preparation for kindergarten first and then academics, but some important
contrasts emerged within the participant groups. While four out of six pre-K teachers
emphasized social-emotional skills first, three out of four kindergarten teachers
emphasized academics first. It appears that a perceived impact of the implementation of
standards is that kindergarten teachers perceive a greater need for children to come to
kindergarten with some academic skill mastery.
All of the pre-K teachers talked about increased academic content in their pre-K
curriculum. They are feeling the pressure from parents and administrators to provide
more intentional focus on academic skills so their students will be ahead when they get to
kindergarten (PTG-150, PTH-28, PTI-222, PTN-179). Nancy said that when she first
started teaching pre-K, she was more focused on teaching social skills and motor skills,
but now she has to be more academics driven. She stated, “There’s a lot more emphasis
on letters, numbers, sounds” (PTN-45). A concern is that pre-K teachers will emphasize
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academics as the expense of providing intentional teaching so social-emotional skills that
are necessary for kindergarten readiness.
Multiple comments made by kindergarten teachers suggest that they feel pressure
to exceed the standards and because of this desire for pre-K teachers to do the same,
while also focusing on the social-emotional preparation needed for kindergarten. When
the kindergarten teachers made statements about what academic content children need
when they come to kindergarten, they were often different from what is found on the
early learning standards crosswalk, such as recognizing and naming all of the upper and
lower case letters and being able to count to 100. This, again, is an end of year
kindergarten expectation as compared to the actual standard of counting to 30 (Early
Childhood Institute, n.d.). And the kindergarten teachers also do not want the pre-K
teachers to forget about the social-emotional preparation. They often make comments
about needing the children to come to them with the ability to control strong emotions,
know how to get along with others, persist on tasks, follow directions, and have self-help
skills (KTP-73, KTV-70).
Environmental-Behaviorist Approach to Instruction Overtaking Kindergarten
Along with the transition to more academics is pre-K and in kindergarten, there
also seems to be an increasing shift to environmental-behaviorist teaching methods. This
is the second finding from the teacher interviews. For the purposes of this study,
environmental-behaviorist instructional methodologies were identified as teacher-directed
and drill-and-practice type approaches to teaching and learning. As kindergarten
classrooms were established across the country, they typically were structured in a
developmentally appropriate way that aligned with social-constructivist instructional
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methods. This appears to have changed in recent years. Ten out of 20 participants
reported a shift to a large amount of environmental-behaviorist oriented teaching methods
in their interview responses.
Kindergarten teachers. All of the K teachers reported that they were using a
great amount of teacher-directed instruction and practice with worksheets to convey
academic content. This also emerged as a reoccurring concept for the pre-K teacher
participants as they noticed the shift to environmental-behaviorist teaching methods in
kindergarten. (KTO-405). Pamela stated, “We probably do too many worksheets”
(KTP-274). Rachel shared that they were doing more teacher directed instruction using
the Promethean board because the worksheets that had been ordered had not arrived yet
(KTR-69). Valerie reported that she often has students complete worksheets in their
centers (KTV-244). The teachers repeatedly shared their personal concerns that they were
engaging in practices such as direct instruction and drill and practice with worksheets at
the expense of more appropriate social-constructivist teaching methods. It seems they
continue to engage in more environmental-behaviorist instructional methods despite their
beliefs because they believe the push-down of academics and expectations for testing
require these methods.
Pre-K teachers. Three of the pre-K teachers noticed the increase in
environmental-behaviorist teaching methods in kindergarten as well. Izzy observed from
her personal experiences with her own children in kindergarten that even though they had
centers in kindergarten, they were being used as smaller groupings of children to work on
worksheets (PTI-7). She stated, “Just from my own personal experience with my own
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children, I feel kindergarten is a lot of worksheets” (PTI-343). Nancy suggested that
while the kindergarten teachers had increased their use of worksheets, that it was not
appropriate for pre-K because pre-K aged children “don’t respond well to worksheets and
that kind of thing (PTN-50). Tina contrasted the experience of children in pre-K with
children in kindergarten by stating that “we don’t give them lines, we don’t give dot-todots, anything like that” (PTT-144). She went on to say “and in kindergarten, you get all
these ditto sheets.” (PTT-372).
Parent/guardians. Three of the parent participants were concerned about the
increased environmental-behaviorist based instruction in kindergarten. Frankie said, “I
know the teachers, they are probably more teacher-directed, they may be more by the
book; I don’t think that’s the way it should be” (PGF-46). She was also concerned about
her child to be able to sit and complete sheets from a workbook in kindergarten (PGF34). She went on to say, “I don’t envision that a five or six year old could sit in a desk or
anything like that quite yet” (PGJ-61). Laura expressed concern that while she was not
opposed to homework, the number of worksheets given as homework was far too many.
(KGL-58).
Documents. I compared these perceptions with the first three indicators for good
teaching practice for kindergarten and primary grades in the Learning to Read and Write:
Developmentally Appropriate Practices for Young Children document (see Table 4).
Indicator one calls for “daily experiences of being read to and independently reading
meaningful and engaging stories and informational texts” (NAEYC, 1998, p. 10).
Indicator two recommends “a balanced instructional program that includes systematic
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code instruction along with meaningful reading and writing activities” (NAEYC, 1998, p.
10). And indicator three is “daily opportunities and teacher support to write many kinds
of texts for different purposes, including stories, lists, messages to others, poems, reports,
and responses to literature” (NAEYC, 1998, p. 10). It appears that kindergarten teachers
feel they cannot provide instruction that meets the full intention of each indicator.
Kindergarten teacher participants consistently reported a heavy use of things like
worksheets, disposable textbooks, computer programs, and free pen and paper curricula
downloaded from the internet for literacy instruction. These types of curricular resources
do not typically provide for the type of reading of meaningful and engaging stories that
the first indicator recommends. Odessa said that her school requires her to use a
computer-based literacy program with disposable textbooks. She went on to say, “So this
is a whole program that our district purchases and expects you to teach these reading
skills through; it’s not my favorite” (KTO-374). She also said, “The school doesn’t have
any books or anything like that for us now, so it looks like we have a ton of worksheets,
and we do” (KTO-405). The other kindergarten teachers made similar comments.
Pamela stated, “The reading and writing center, a lot of time they might have a sheet
where they have to fill in a blank and finish a sentence and then draw a picture to go with
it” (KTP-204). Valerie said that she used to be able to enhance her instruction with more
fun and hands-on activities, but now she does not have time for that type of thing even
though she realizes it is important (KTV-476). Pamela stated, “They used to get to play
and do a lot of free centers and stuff; now they have a lot of work, lot of skills to learn”
(KTP-288). Student work samples showed drill and practice of isolated skills. The
lesson plans also tended to focus on this as well. The instruction described by the
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teachers, shown in lesson plans, and in student work samples do not demonstrate meeting
indicators one and two.
There is some evidence of instruction that meets indicator three of the Learning to
Read and Write: Developmentally Appropriate Practices for Young Children document.
Kindergarten teachers did report doing some meaningful reading and writing activities.
Valerie mentioned one such activity when describing her lesson plans. “In art that day,
they are going to color and create a pattern that goes along with the book” (KTV-404).
Odessa talked about her students thinking about the things they have read and writing and
illustrating their thoughts in a journal (KTO-449). She also talked about providing file
folder games connected to skills the children are encountering in guided reading
experiences (KTO-387). Pamela talked about singing songs and reading a weekly book
(KTP-199). Rachel talked about providing center games to go along with the reading
instruction she is doing (KTR-88). However, most of the responses related to literacy
instruction sounded like a response from Odessa.
We are benchmarking them based on their reading levels. We give the early
literacy test which, give us their phonics skills. We give sight word assessments
weekly starting with the second semester as well as facts assessments.
Throughout the year, we are constantly doing basic letter formation and sounds
every single day even at the end of the year (KTO-255).
Teachers feel like they do not have time to provide a balanced approach to literacy
instruction with daily experiences with meaningful and engaging reading and writing.
Odessa stated that her district provides her with a curriculum program that
highlights skills instruction using worksheets in the form of what she called “disposable
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textbooks” (KTO-374). Other kindergarten teachers made very similar comments, often
voicing their concerns about this shift. They all talked about how they used to be able to
provide more play-based and experiential learning activities, but have forced to move to
less fun and interactive methods because of the demand to cover so much academic
content from the standards (KTP-204, KTV-476, KTR-109). For example, Izzy thought
that she had more freedom to provide hands-on and play-based learning activities in her
pre-K classroom as compared to her colleagues teaching kindergarten. She also noticed
the high volume of worksheets being used in kindergarten in lieu of more authentic and
interactive learning experiences (PTI-7). The other pre-K teachers and parent/guardians
expressed similar observations (PTT-372, PTN-50, PGF-46, KGL-58).
The majority of study participants perceived a large amount of what I have
conceptualized as environmental-behaviorist oriented teaching methods in kindergarten
in recent years, which appears to coincide with the move first to the CCSS and more
recently the MCCRS in Mississippi. All of the kindergarten teachers talked about how
they are using a greater amount of teacher-directed instruction and learning activities
based around worksheets to teach the standards. Three of the six pre-K teachers and
three out of ten parent/guardians also said that they noticed this increased amount of
environmental-behaviorist oriented instructional methods in kindergarten. These
perceptions are inconsistent with the first two indicators and only minimally consistent
with indicator three for good teaching practice for kindergarten and primary grades in the
Learning to Read and Write: Developmentally Appropriate Practices for Young Children
document (NAEYC, 1998).
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Conclusion. The increased demand to meet academic standards and the pressure
to perform on assessments in kindergarten has made teachers feel like they do not have
time to provide daily experiences with meaningful and engaging reading and writing and
a balanced approach to literacy instruction including experiential learning connected to
various types of texts. Instead they focus on isolated skills instruction and drill and
practice learning activities.
Decreased Focus on Physical Development
What may be more telling than what the participants talked about in the
interviews is what was missing from their responses about skills necessary for
kindergarten readiness. Pre-K and kindergarten used to be viewed as an essential place
for the development of the precursor fine motor skills necessary for children to be able to
handle the mechanics of writing. It seems that these skills have become lost in the
shuffle or at least taken for granted due to the increased focus on academic content.
While responses connected to social-emotional and academic skills each generated over
25 pages of coded responses, the coding theme of “physical” only generated only two
pages. As I will discuss, many of those responses were only minimally connected to the
coding theme. When asked about key factors to be ready for school, the participants
spoke very little about physical development. The one exception was the pre-K teachers
who did talk about working on specific fine and gross motor skills in their classrooms.
But even in this group, the responses were minimal compared to what they said about
social-emotional and academic preparation for kindergarten.
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Kindergarten teachers. The kindergarten teachers spoke very little about
providing opportunities for gross and fine motor development in their curriculum. One
kindergarten teacher talked about how she and her colleagues gained permission to
extend recess time to provide more gross motor opportunities citing research out of Texas
showing improved test scores (KTO-473). Pamela mentioned doing cut and paste
activities to work on fine motor skills (KTP-273). Other than these two comments, no
teachers spoke about including gross and fine motor development.
Pre-K teachers. Five out of six pre-K teachers reported that they work on motor
skills as part of their curriculum. Like the other pre-K teachers, Izzy said she likes to
take children outdoors where “they can yell and scream if they want and they can climb
and jump” (PTI-174). Grace stated, “I try to have like a fine motor, so just cutting or
tearing” (PTG-221). These teachers talked about working on fine motor skills and most
talked about gross motor activities. The fine motor skill emphasis seemed to be
connected with getting children to write. Izzy said, “I have kids who can barely hold a
pencil, so we work on what they need to work on” (PTI-60). Macey stated, “Someone
has a hard time writing with a pencil; we are going to work on that” (PTM-283). Tina
stated that children master fine motor skills in her Head Start classroom, “But they know
how to cut the papers, they know how to cut a straight line, but they know how to use
those scissors” (PTT-216). And Nancy shared that she tries to get parents to work on fine
motor skills at home as well. She stated that she says to parents, “Why don’t you work
on letting them cut, and they say they aren’t giving them scissors (laughs)” (PTN-138).
Overall, pre-K teachers tend to perceive fine motor skill development as important, yet
seem to be distracted by other goals including mastering academic content and desire for
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parents to help meet this deficit. However, the pre-K teachers did not say much about
gross motor development.
Parent/guardians. Parent/guardians mentioned physical development very little
in the interviews. When it was mentioned, it was related to common interests or
activities of their children. Pre-K parent Carla stated that her child likes to dance, so she
participated in a dance class (PGC-6). Pre-K parent Elma said that her child “loves to
play basketball and she loves to dance; she is a very active child” (PGE-6). Other parents
tended to focus on physical development from the perspective of providing good nutrition
and exercise. Pre-K parent Jamie said that she thought physical activity and good
nutrition was important for pre-K children (PGJ-139). It was interesting to note that
kindergarten parent/guardians made no mention of physical development in their
interviews.
Documents. Kindergarten teachers spoke very little about motor development
both in terms of readiness and what they do in their classes, while most pre-K teachers
did report working on motor skills. However, the comments about this were minimal
even though they were enough to establish an emerging concept. Indicator six of the
curriculum recommendations from the NAEYC and NAECS/SDE position statement
calls for a comprehensive curriculum that “encompasses critical areas of development
including children’s physical well-being and motor development” (NAEYC, 2003, p. 2).
Conclusion. The data suggest that the various stakeholders focus very little on
physical development. Pre-K and kindergarten teachers appear to be providing very little
intentional facilitation of physical developmental skills. Although the standards call for
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physical activity, few teachers and parents explicitly addressed these as important for preK or kindergarten.
Pre-K Experiences Important for Success in Kindergarten
An overall perception of the study participants was that the implementation of
standards in kindergarten has made pre-K experiences very important and almost
necessary to be ready for the new more academically inclined kindergarten experience.
This does not mean that a parent could not prepare a child at home, but the comments
seemed to indicate that parents typically do not provide the kinds of experiences at home
that children gain from a pre-K experience. All of the kindergarten and pre-K teachers
made comments about the importance of a child getting a good pre-K experience before
kindergarten. Additionally, nine out of ten parents shared comments supporting this
view.
Kindergarten teachers. The kindergarten teachers talked about some children
who are not ready for the academics they perceive that they are required to teach in
kindergarten. All of the kindergarten teachers indicated that pre-K is a necessary
experience to prepare children for the new more academically inclined kindergarten.
Odessa said that it eases the transition when a child had some time of pre-K experience
before coming to kindergarten (KTO-177). She emphasized preparation in both
academic and social-emotional preparation in her statement, “Preschool is mostly helpful
because kids know what a letter is, they know sounds, they know their shapes, they know
their colors, they’ve been in a classroom environment before, and they have had a teacher
versus a parent; I think preschools do a good job teaching walk in line, wait your turn,
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even the basics, wash your hands after you got to the bathroom” (KTO-190). Pamela
noted pre-K preparation helps with her classroom management, “When they go to pre-K,
they learn things that you are supposed to do in a classroom and things that you are not,
so they seem to be more willing to do those things when they get to kindergarten” (KTP118). She also noted that pre-K helps with academics, “And it also helps for them to
have that knowledge of letters and shapes and all that kind of thing that they learn in preK” (KTP-120). Rachel pointed out that pre-K helps children to gain the ability to focus
their attention in kindergarten, “So even if the child just gets the focusing part of the preK, it helps with kindergarten because I’m not telling him get still honey, get quiet honey,
let’s look at this honey” (KTR-390). Valerie noted a big impact from attending the
public school’s pre-K program, “You can tell a big difference from the ones that come
from our pre-K to the ones that come from home” (KTV-213). She went on to say that
the Head Start programs are doing a better job of preparing students for kindergarten as
well” (KTV-215). She pointed out that “Mainly the ones that come from home are the
ones that don’t know what they need to know” (KTV-217). Rachel also thought pre-K
was better than being at home where parents tend to use media to occupy their children,
“I think anything besides being at home all day watching Sprout or Nickelodeon or
Cartoon Network is helpful for a child” (KTR-376). The kindergarten teachers did not
indicate that children could not gain necessary academic and social-emotional skills for
kindergarten at home, but emphasized that many parents either did not know what to
work on or did not provide the necessary experiences for children to be ready.
Pre-K teachers. All of the pre-K teacher participants stated that pre-K
experiences are helpful in preparing for kindergarten, in particular four out of six pre-K
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teacher participants spoke about the importance of quality. Grace stated that the type of
pre-K and the way children are learning in pre-K makes a difference in them being ready
for kindergarten. She went on to say, “If it’s a preschool where they just kind of let them
run wild, they are not going to be successful” (PTG-95). Hilda also said that pre-K helps
students gain academics skills like learning their names, alphabet, and numbers necessary
to be successful in kindergarten. She also said that pre-K programs sometimes fail
children if the structure of their behavior and guidance is lacking, “I would say for as
Head Start goes, their discipline policy is not quite intact” (PTH-165). She noted that she
observed the elementary school having a very different and more structured discipline
policy. Izzy said, “I think really it just helps them; I don’t think it would ever hinder
unless it is just some awful preschool, but even at the worst preschool at least you are are
socializing with other kids and learning something” (PTI-153). She went on to say that
pre-K helps because it provides opportunities for the development of social-emotional
skills, “So I think it definitely helps you because you can socialize with other kids, you
learn about different cultures, and then you learn those self-regulation skills, you learn
empathy, and there’s academics thrown in there” (PTI-156). Nancy said she thought kids
who attend pre-K are at an advantage because “they have already been taught the rules,
who to follow rules, how to sit still, how to listen” (PTN-149). Macey talked about both
the academic and social-emotional benefits of pre-K in getting ready for kindergarten, but
also pointed out that there are different types of programs with varying levels of
effectiveness. She stated, “Some are not high quality, so I think the type of preschool
you put your children in can hinder them” (PTM-196). Tina said that any kind of pre-K
preparation is better than none at all. She stated, “If they gain just a little bit of
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knowledge, it is better than no knowledge” (PTT-126). The pre-K teacher participants
unanimously perceived great value in the work they do in providing educational
preparation for kindergarten
Parent/guardians. Nine out of 10 pre-K parent/guardians said that pre-K helps
get children ready for kindergarten. Parent/guardians tended to report that they needed
pre-K and kindergarten teachers to help them get their children ready for kindergarten
because they were not trained in teaching young children. Alice stated, “They (pre-K
teachers) are trained on how to teach children; you know, I don’t know the different ways
that might work best for children” (KGA-94). While one could say that the pre-K
parent/guardians are potentially biased in their perceptions since they have all made the
decision to send their child to pre-K, the strongest comments on this point came from the
parent/guardians of kindergarteners who have already had the experience of having a
child in kindergarten. All participants in the group indicated that pre-K may be necessary
preparation for kindergarten. Kelly emphasized how the academics of pre-K were
necessary to get her daughter ready for kindergarten. She stated, “She had the
background in math to help her with her numbers and adding and just those basic things
that she learned; without that, I can’t imagine what kindergarten would have been like”
(KGK-70). Alice said that her child benefitted from having hands-on exposure to various
academic concepts in pre-K that they work on in kindergarten during the first nine weeks
and beyond (KGA-82). Both Laura and Sally pointed out the social-emotional skills their
children gained from pre-K that promoted their success in kindergarten (KGL-107, KGS105). It seems that these parents valued the social emotional learning that their students
had in pre-K of how to function in a classroom and get along with others. Laura went on
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to say, “Social-emotional readiness is the most important thing to me, having gone
through kindergarten” (KGL-249). Parent/guardians tend to perceive that in order to be
successful in the new standards-focused kindergarten, they need help from pre-K
programs to get their children ready.
The overall perception of the participants was that pre-K is an important and
almost necessary experience to prepare children for the more academically inclined
kindergarten. They all believed that pre-K experiences are helpful in preparing children
for kindergarten, but pre-K teacher participants also said that quality matters when
determining whether a pre-K program will adequately prepare children. Members from
all participant groups made comments about an essential preparation for kindergarten is
being away from the parents. Barbara said, “To me, daycares are getting them used to
being away from the parent” (PGB-153). Elma spoke to the essential role of the pre-K
teacher, “So she plays a vital role in preparing the child for kindergarten because she get
to see the child interact with children their age, where I know some children tend to act
differently around their parents” (PGE-107).
Documents. These statements align with indicator F of section two of the
NAEYC position statement on DAP. It states, “Teachers possess an extensive repertoire
of skills and strategies they are able to draw on, and they know how and when to choose
among them, to effectively promote each child’s learning and development at that
moment” (Copple & Bredekamp, 2009, p. 18). NAEYC and other professional
organizations all assume that children benefit from pre-K education experiences,
particularly effective programs. All three participant groups agree with this assumption,
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especially the pre-K teachers who spoke about the importance of quality pre-K
experiences.
Conclusion. All of the pre-K teacher participants talked about the importance of
pre-K in getting children ready for kindergarten, but four out of six of them also stated
that the quality of the pre-K program made a difference. Most of the parent/guardians
report that they need pre-K and kindergarten teachers to help them know what they need
to do to get their children ready for kindergarten.
Teacher Job Satisfaction
The teacher participants were asked what it is like to be a pre-K or kindergarten
teacher and how they thought their job was different from other teachers. It appears that
job satisfaction is high for pre-K teachers and has diminished for kindergarten teachers.
This seems counterintuitive on the surface as pre-K teachers experience lower pay and
less respect from the public at large for their work. Yet, all pre-K teachers reported that
they generally enjoy their jobs, however the kindergarten teachers expressed less job
satisfaction. Several teachers directly connected their job satisfaction, or lack of
satisfaction, to their perceptions of standards.
Kindergarten teachers. The kindergarten teachers said that their job in
Mississippi has become somewhat overwhelming. Most of the teachers said that they
like their jobs, but they also provided a caveat of it being difficult. Odessa said that
teaching kindergarten is exhausting (KTO-9). Pamela said that she loves teaching
kindergarten, but that it is challenging (KTP-12). Valerie said that teaching kindergarten
is very interesting and enjoyable, but that it’s also a lot of hard work (KTV-15). Rachel
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stated, “It’s not always easy being a kindergarten teacher because you’re the one starting
a foundation, everything that they will continue to learn to the next grade level” (KTR-7).
She went on to say, “And there are more rules and regulations and you have to go with
the Common Core and make sure you are following it properly, and I feel like preschool
is just more open; it’s not as narrow in my opinion: (KTR-35). Odessa perhaps summed it
up best when she said, “I’m tired, I feel like I am going to lose it some days; It’s very
trying on your patience” (KTO-513). It appears from participant comments that this
diminished satisfaction of kindergarten teachers is related to the high pressure they
experience due to the push down of academics caused by the assessment and
accountability movement.
Pre-K teachers. While kindergarten teachers perceive that they are more
restricted in their curricular decisions, pre-K teachers perceive more freedom, which
likely contributes to their enhanced job satisfaction. Odessa, a kindergarten teacher, said
she feels like she cannot do certain things in her class. She said, “and we try to give them
down time, but we are judged on that. So if they come into our room to evaluate us and
the kids are, let’s say, playing with the blocks, then that is looked down upon” (KTO-50).
Izzy, a pre-K teacher, had an experience from the other side with her own son in
kindergarten.
And that’s worksheets come in and then, you know, we have to work, work,
work, and there’s no play. And when there is play, it is very little play. Like my
son had blocks in his kindergarten class and I remember because he talked about
them almost once a week if not more. The blocks that were in the corner that we
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never got to play with and he wanted to play with them everyday. But, no, he
couldn’t (PTI-347).
In contrast, the pre-K teachers enjoy their jobs because they perceive that they
have freedom in how they teacher. Tina said, “You bring your classroom to life” (PTT10). Macey stated, “So for a preschool teacher it is different because we use play to
incorporate our curriculum” (PTM-17). It appears that while the implementation of new
standards has somewhat negatively impacted the job satisfaction of kindergarten teachers,
it has perhaps caused pre-K teachers to appreciate their jobs more.
Grace indicated that teaching pre-K is fun and that she perceives that she has
more freedom than her kindergarten teacher counterparts. When asked about why she
perceived this freedom she said, “We don’t have the Common Core and we don’t have
certain testing and scores” (PTG-11). Izzy also stated that she perceived that she has
more freedom about curricular decisions, which adds to her satisfaction as she is able to
facilitate more learning through play (PTI-7). Hilda said that she was scared when she
first started as a pre-K teacher, but enjoys it now (PTH-10). Macey and Nancy said that
they thought their jobs were exciting and fun (PTM-17, PTN-12). Macey stated that her
job as a pre-K teacher is “fun, fulfilling, and the most important of jobs” (PTM-5). Tina
said teaching pre-K is awesome. She added, “You get to actually teach and play with the
kids all day and get paid for it; I love kids” (PTT-5). Overall, the pre-K teachers
expressed a great amount on satisfaction in their jobs.
Parents/guardians. This finding was related to interview questions provided
only to the kindergarten and pre-K teacher participants. Therefore, there is nothing to
report from the parent/guardian participants.
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Documents. None of the reviewed documents include information about teacher
job satisfaction.
Conclusion. The perception of generally higher job satisfaction by pre-K teachers
seems counterintuitive since pre-K teachers have historically been low paid and have had
lower prestige. It appears that a somewhat surprising result of higher standards in
kindergarten is that pre-K teachers and perhaps even other groups are beginning to have
more esteem for the work they do.
The kindergarten teachers generally reported that they like their jobs, but that
added a caveat of it being very hard. They spoke about how a continued shift to more
rigorous academic standards in the form of the CCSS and now the MCCRS has had a
negative impact on their job satisfaction as they feel pressured to make children master
standards that they are just not ready for.
Pressure
Almost all of the participants, 19 out of 20, reported that they perceive pressure
teachers, children, and parents are under due to the standards movement and high-stakes
testing. All three groups, pre-K teachers, kindergarten teachers, and parents, spoke about
pressure. This pressure seems to be motivated by the accountability and testing
requirements related to the implementation of more rigorous standards in kindergarten.
Kindergarten teachers. Odessa had an alarming response when asked what she
wished parents knew about the transition to kindergarten. She stated, “that it’s going to
be hard; your kid might cry every single day for the first semester” (KTO-209). Valerie
said that kindergarten is difficult. She went on to say, “I don’t want to sound negative,
118

but I think we are pushing them too hard. I mean some of them are ready for it, but the
majority are not ready. We just make them do it” (KTV-466). The kindergarten teachers
talked a great amount about pressure they experience. Pamela said, “They have a lot of
pressure on them, you know, we just got through taking that state test and it’s just crazy
that a kindergartener has to worry about a test” (KTP-18). Valerie said, “I think it’s
probably stressful a little bit because we are requiring them to know so much more”
(KTV-23). Odessa said, “kindergarten is hard; the expectations are high” (KTO-466).
Odessa also said that parents need to be aware that kindergarten is not what it used to be,
“The number one thing they need to understand is that it is not play anymore; they are
getting real grades, they are being assessed, they can fail kindergarten, it is required now,
you have to pass, and I am currently holding four back in kindergarten” (KTO-145). She
went on to say that parents are shocked that children are expected to read in kindergarten
thinking the children would learn to read in first grade. Odessa responds to them, “no,
you can’t send a kid to first grade without knowing how to read” (KTO-168).
Most of the kindergarten teachers attributed the pressure to the collection of data
in the form of testing. When asked where all of this pressure is coming from Odessa
said, “the administration, the state, data, everything is based on data; it is harsh to say, but
the state of Mississippi judges children by data, and you have to train them, and it is
exhausting” (KTO-267). She goes on to say, “It all comes from the standards, you have
to abide by that, you have to meet those standards” (KTO-426). They also talked about
more intense instruction related performance on testing. Rachel echoed this idea that
standards and literacy expectations create pressure, “And the instruction is much more
intense, and phonics, with the Common Core, there is a big push for literacy” (KTR-44).
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Valerie also talked about the literacy connection, “They want them writing complete
sentences and everything before they leave us” (KTV-192). The teachers attributed
pressure to an amplified focus on using data to inform instruction is causing teachers to
think they have to drive children to stay on task and have reduced opportunities for
experiential learning experiences.
The kindergarten teachers said that they perceive that the pressure to use
developmentally inappropriate practices impacts children’s experiences as well. For
example, Odessa stated, “So expectations are higher; I personally think that because
expectations are so high and kids get so frustrated, that is why you have a lot more
behavior issues now with kindergartners (KTO-30). Pamela stated, “I feel like every child
can learn, but it is very challenging when you have one who really struggles with it”
(KTP-306). Valerie said, “It’s just hard for them, and we do have a lot that have to go
through kindergarten again because they are just not ready” (KTV-55). She went on to
say, “The bad part is I feel like some kids are just not developmentally ready for what we
are trying to teach them; I mean that is not their fault” (KTV-60). She also said, “I don’t
want to sound negative, but I think we are pushing them too hard; I mean some of them
are ready for it, but the majority are not ready, we just make them do it” (KTV-466).
She’s worried that all of this pushing will cause some children to burn out before the get
very far into their school careers (KTV-471). Odessa said that the pressure to perform is
causing some kids to be held back in kindergarten. She stated, “I hate repeating kids in
kindergarten because it gives them kind of a negative taste for school, and I don’t want
them to have that, but there is nothing I can do about it” (KTO-506). In fact, most
teacher participants seem to be concerned about how the pressure to perform on tests and
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master standards is making kindergarten inappropriately hard on their students. They
worry that the children will have unintended negative consequences from having been
pushed so hard early on in their educational careers.
Pre-K teachers. Several pre-K teachers also expressed a feeling of pressure as
well, but they feel like they have a bit of freedom from it. For example, Grace stated, “I
don’t feel like there’s much restrictions on preschool as far as compared to the school
districts and stuff, just because we don’t do the Common Core and we don’t have certain
testing and scores” (PTG-10). She went on to say that she thought kindergarten teacher’s
jobs were “stressful, I think all of that reflects back on them, the test scores and
everything” (PTG-258). Izzy stated that she thinks things are out of balance because of
standards and it does not look like things will get better. She stated, “I think we need to
find the balance, but I don’t think we are because we are so worried about these standards
and academics, and the pressure it takes now to be in kindergarten” (PTI-374). Hilda
said that her friend who teaches kindergarten “was so overwhelmed from all the things
that the children had to do because kindergarten now seems like first grade with some of
the work they have to do” (PTH-406). Macey said, “the standards now for kindergarten
are crazy high” (PTM-398). She went on to say, “I think we put a lot of unneeded stress
on children in kindergarten and that’s why it’s so stressful” (PTM-494). Tina said, “I
heard that it’s hard for the teachers too, because everything’s Common Core” (PTT-367).
The pre-K teachers seem to enjoy a bit of separation from the high stakes pressure their
kindergarten teacher counterparts.
However, some pre-K teachers are seeing the impact of the pressure in their
classrooms. Hilda said that pre-K is a lot different than it used to be, “They are given
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more work I would say, more teaching” (PTH-26). Nancy said, “I mean when I went to
kindergarten, we did what I am doing now in pre-K” (PTN-344). Macey said, “To be a
preschooler these days is an extreme challenge” (PTM-22). Izzy said that parents get
worked up about the kindergarten readiness assessment and apply pressure to pre-K
teachers (PTI-202). Tina feels the pressure to make sure her children go to kindergarten
ready. She said, “You don’t want your babies coming from your classroom going to
kindergarten not knowing how to do the functions that they’re asked to do” (PTT-208).
The pre-K teachers reported that they feel more pressure for the competencies of their
students to impress the kindergarten teachers they will go to and to meet expectations of
parents, but they perceive more freedom because they are not measured in the same ways.
Parent/guardians. Most of the pre-K parent/guardians perceive the pressure and
some are concerned for their children. Diane stated, “You know, he has just had things in
preschool where it was a lighter load maybe than he’s going to have in kindergarten”
(PDG-164). Elma said, “I feel like [going to kindergarten] is kind of like releasing my
child into the wild” (PGE-247). Frankie is concerned about unrealistic expectations, “An
ideal kindergarten teacher would be the teacher who doesn’t expect everything to be done
before my child enters her classroom” (PGF-121). In general, pre-K parent/guardians
tended to be concerned about their child’s social-emotional well-being once they arrive in
kindergarten.
All of the kindergarten parent/guardian participants talked about the pressure in
kindergarten. They have experienced first-hand the pressure that kindergarten children
and teachers are under. Sally pointed out that the pressure from standards is making the
kindergarten teacher’s job difficult. She said, “And then they have all these other
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demands placed on them to get these kids to take tests and do this and do that and some
of them are just not there; I think that’s what the hard part is for kindergarten teachers
anyway” (KGS-250). It seems that the parent/guardians especially were worried about the
pressure being placed on kindergarten students. Alice recognized that pressure was
coming from the evaluation of literacy requirements in kindergarten stating, “Because
now days, by the time they finish kindergarten they have to be writing a five sentence
paragraph” (KGA-64). Kelly noticed that pressure to perform on tests has made less
room for creative activities in kindergarten. She said, “I think when people think of big
kids school like kindergarten, they think about the testing and the grades and making sure
they can do all those things, and getting A’s and B’s; and the fun stuff, the letting them be
creative, kind of goes out the door” (KGK-40). Laura had some very strong thoughts
about the pressure, “kindergarten is way too structured and kindergarten needs to be
revamped” (KGL-38). She went on to say, “I think that kindergarten today is far too
advanced for a five-year-old’s potential; I think they are forced to adapt and to figure out
and to conquer it, but I think it is way beyond their level” (KGL-56). Having had the
experience of kindergarten, these parents talked a lot about the pressure adapt to a highly
structured classroom environment and to perform on evaluations of academic
expectations.
Documents. Indicator A of section three of NAEYC’s position on DAP is,
“Desired goals that are important in young children’s learning and development have
been identified and clearly articulated” (Copple & Bredekamp, 2009, p.20). This
indicator has three sub-indicators. The second of these says, “If state standards or other
mandates are in place, teachers become thoroughly familiar with these; teachers add to
123

these any goals to which the standards have given inadequate weight” (Copple &
Bredekamp, 2009, p. 20). As shown in the section on increased focus on academics
earlier in this report, it appears that many teachers do not have a good understanding of
the actual standards at each level or add too much to them. All of the participants felt
pressure related to a sense of outcomes that go beyond the standards themselves.
Conclusion. All of the pressure reported by the various participants seems to be
related to increased academic focus in kindergarten brought on by more rigorous
standards. Yet even recent reports show no evidence of long-term gains from a heavy
focus on academics in kindergarten, with greater gains have been shown from providing
the active, play-based kindergarten program that is strongly supported in the literature
(Carlson-Paige et al., 2015). Add to this that the definition of readiness and what
kindergarten should be has become more complex over the years (Barbarin et al., 2008;
Diamond et al., 2000; Dockett & Perry, 2002; & Graue, 2006) and the high levels of
accountability kindergarten teachers experience, it is no surprise that the experience of
kindergarten has become more stressful. Perhaps some much needed relief will come
from the reforms in ESSA as it appears that this legislation places more respect on the
teacher by giving them a voice and making them more involved in how student success
will be measured (Fennell, 2016).
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Research Question # 1(Part B)
Are there understandings about experiences that promote kindergarten readiness?
Research Question # 2
How do these perceptions and understandings compare to established early
childhood education policies, early learning standards, and position
statements of early childhood professional associations?
The second part of research question number one seeks to determine if there are
understandings about experiences that promote kindergarten readiness. Participants spoke
about five practices to promote readiness: (a) communication, (b) a social-constructivist
approach to instruction, (c) social emotional learning, (d) structure, and (e) parental
involvement. This section includes discussion of these five concepts.
As before, interview themes about experiences that promote readiness were
compared to established early childhood education policies, early learning standards, and
positions statements of early childhood professional associations. I analyzed the data to
show the relationship between participants’ perceptions and understandings with all of
the same documents used for the analysis in responses to question 1A.
Communication
All participant groups share the understanding that communication kindergarten
readiness is important for success in kindergarten. However, it appears that
communication about kindergarten preparedness from elementary schools to local pre-K
programs and parents is either too little or too late. In most cases, elementary schools
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share kindergarten readiness expectations just before and even just after enrollment in
kindergarten.
Kindergarten teachers. The kindergarten teachers made several comments that
indicated that communication about kindergarten readiness expectations comes late from
the elementary schools. Odessa said, “We hold a specific orientation just for kindergarten
parents [at the start of kindergarten]; it tells them the basics of what to expect” (KTO293). Pamela said “I don’t really handle the parents until I get a child in my class; we
send home a lot of things about how we run the classroom on the first day of school”
(KTP-169). She went on to say that they visit the children and teachers in the local Head
Start at the end of the year and send a report about the kindergarten assessment.
Once everybody finished the kindergarten assessment, then we will send home the
letters telling what their child scored. We also have a meeting in
September…where the parents come and we go over our report card and we go
over what is going to be asked of them on the test. And that way they are familiar
with the fact that they have to take a test and what’s going to be covered on it
(KTP-176).
Valerie said that they schedule a meeting when the Head Start children transition over to
the elementary school and provide the kindergarten parents with a packet of information
(KTV-318). Most of the attempts to communicate with parents about expectations by
elementary schools seem to be just before and even after children start kindergarten. And
these attempts to communicate have varied success. Kindergarten teachers wish the pre-K
teachers would visit and observe their classrooms so they will know better what type of
environment they are sending children. Rachel stated, “And I think that she should also
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maybe sit in the kindergarten classroom, go observe, see what they’re doing, ask
questions” (KTR-132). Valerie said, “Well, one thing she could do is come to the
kindergarten classrooms and observe and watch and see what we do teach them, so she
would kind of know what she needs to cover; or at least communicate with the
kindergarten teachers and just let us give you a list of things we expect them to know
when they come to us so they will be more prepared” (KTV-353).
Pre-K teachers. Pre-K teachers seem to be providing high levels of
communication to parents and understand the need and value of parental involvement.
Hilda stated, “Well, what I do is try to get all of the information I can from kindergarten
and all the different resources they have to help them and I supply my parents with that”
(PTH-300). Izzy represented what most pre-K teachers shared when she said she uses
multiple modes of communication with parents.
We have formal parent-teacher conferences all the time, but I’m constantly
talking to parents about this is what your child did or not, they had a good day,
these are the things we are working on. We do weekly newsletters to let them
know. And I always tell parents, if you have an issue or concern, please let me
know and then we will work on it together. So then if they see something or I see
something, then I will help them go and work on it. It’s just having an open line
of communication (PTI-275).
Pre-K teachers also seem to understand the importance of a good relationship with
parents to facilitate communication. Macey stated, “I try to have a very close relationship
with all of our parents” (PTM-379). However, with all of this good communication, pre127

K teachers do not seem to understand everything the kindergarten teachers expect. Grace
stated, “I don’t really know what they expect in kindergarten” (PTG-60).
Parent/guardians. Often the parents that the kindergarten teachers perceive as
needing the information the most do not get the information. Rachel lamented, “I don’t
know how to get it out there; the ones that we need to tell don’t show up for the
meetings” (KTR-492). Because of the timing, it seems most parents do not really
understand what kindergarten is like these days, nor how to work with their children to
get them ready.
In many cases, parent/guardians are able to and want to help their children
develop readiness skills, but they need schools to communicate what to work on and how
to do it. Sally stated, “Communication of course is always the big, big key in anything;
and I think a lot of times they fall down, our school, any school sometimes” (KGS-231).
Parent/guardians like Alice tend to expect a packet of information including readiness
skills and what they will work on in kindergarten at registration (KGA-163). But most
parent/guardians want the elementary to communicate earlier about kindergarten
expectations. Carla said,
I think it would be a neat thing for when they start their pre-K-four year, to talk
about kindergarten expectations. Almost like a timeline, like by the end we are
hoping that these are the skills and, you know, here are kind of some checkpoints.
But also some things for us to be aware of and working on as well (PGC-230).
Elma thought that elementary schools should connect with pre-K’s to get the information
out.
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I feel like the elementary school should reach out to all preschools that have
preschoolers four and older that will transition over to kindergarten and have
some type of materials packet or something for the parent to know what the
expectations are, what the curriculum will be, what types of activities they will
learn (PGE-199).
She went on to say, “I’ve even reached out to the school, but of course they told me, no,
you will have to call back when we start registration to find this type of stuff out” (PGE204).
Documents. Indicator two from the curriculum recommendations from NAEYC
& NAECS/SDE position statement calls for goals that “are clear and shared by all”
(NAEYC, 2003, p. 2). The indicator is further explained in the document as stating that
there should be an understanding between all of the stakeholders including
administrators, teachers, and families and that the program goals and activities are
communicated in such a way that they facility a synergy of effort by all stakeholders with
the greatest benefit to children as the ultimate aim of the efforts. It appears that while the
pre-K programs are typically doing a great job with communicating about program
activities and expectations, the communication is lacking in that there is not a strong
communication link between the pre-K programs and the elementary schools they are
feeding into. For pre-K programs and for parent/guardians, the communication specific to
kindergarten expectations seems to be coming just before or even after children start
kindergarten.
Indicator A in section three of NAEYC’s position statement on developmentally
appropriate practices takes a similar stance stating, “Desired goals that are important in
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young children’s learning and development have been identified and clearly articulated”
(Copple & Bredekamp, 2009, p. 20). Sub-indicator three states, “Whatever the source of
the goals, teachers and administrators ensure that goals are clearly defined for,
communicated to, and understood by all stakeholders, including families. It seems that
an impact of the implementation of standards is that the changes in the kindergarten
curriculum that have occurred in response to new standards have not been adequately
communicated with the pre-K programs and especially with families. Also, as stated
earlier in this report, it appears that even the kindergarten teachers do not have an
accurate understanding of the standards and often exceed them and communicate
expectations for kindergarten entry that more closely match end of year expectations.
This in contrast with indicator E which states that “teachers collaborate with those
teaching in the preceding and subsequent grade levels, sharing information about children
and working to increase the continuity and coherence across ages/grades, while
protecting the integrity and appropriateness of practices at each level” (Copple &
Bredekamp, 2009, p. 21). The kindergarten teachers made comments about wanting the
pre-K teachers to know what was happening in kindergarten, especially with how things
have changed as the CCSS and now MCCRS have been implemented, but seem to expect
the pre-K teachers to come to them for this knowledge.
The standards call for enhanced communication between stakeholders, but
participants perceive major breakdowns in this communication. Parents and pre-K
teachers desire to know what they should work on to get children ready for kindergarten
and kindergarten teachers want them to know, but the implementation of this is lacking as
everyone seems to be overwhelmed with expectations that often are not accurate.
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Social-Constructivist Approach to Instruction
In contrast to the heavy environmental-behaviorist instruction that kindergarten
seems to have moved to, all of the teachers spoke about most appropriate teaching
methods in a way that is consistent with a social-constructivist approach. This seems to
be the framework for most of the instruction that occurs in pre-K classrooms.
Kindergarten teachers. In spite of the large amount of environmentalbehaviorist instruction the kindergarten teacher participants indicated was occurring in
kindergarten, they seem to believe that a social-constructivist approach is appropriate for
young children. However, it was also striking how little they spoke about constructivist
learning activities when discussing their own instruction in kindergarten. Valerie stated
that she likes teaching kindergarten because it is more hands-on, but has also noticed
some moving away from this in recent years (KTV-15). “I know they did a lot more arts
and crafts than we get to now; we will do them, but we don’t do them every day” (KTV47). She went on to state that she thought that more fun stuff like art was better because
it helps children to remember what they learned better and laments that those things are
missing from kindergarten these days (KTV-57). “I know how it was before, we had to
teach all this, and it was a lot more fun, and we got to do a lot more hands-on activities,
make things, and build things, and do volcanoes, and different things that you don’t have
time to do now, that’s important” (KTV-476). Pamela stated, “It has to be way more
hands-on than older grades; you really have to get down to their level” (KTP-12). Odessa
stated that children need opportunities to learn how to work both independently and
cooperatively, as well as learn how to get along with others (KTO-235). Rachel said,
“Cooperative learning is really great for your child and you have to have rapport with
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each of your children” (KTR-11). It seems that the kindergarten teachers have a general
understanding that social constructivist teaching methods are more appropriate for young
children, yet feel as if they will be judged upper grade level peers or even chastised by
administrators if they use them because the perception is that it is down time when
children are not on task.
Pre-K teachers. The pre-K teachers all described a “play based” structure for
their classrooms. I call this type of instruction social constructivist because it allows for
hands-on learning experiences and social interactions that combine to allow children to
construct knowledge for themselves. Grace stated that in her classroom, “The majority of
the day is focused on play; they play a lot and learn without knowing they are learning”
(PTG-21). She believes that instruction in pre-K should be based on learning standards
with individualized instruction for each child (PTG-213). Hilda stated that her pre-K
class is fun and described learning activities that were social-constructivist oriented,
“Everything we do, I try to make it experimental for them where they touch and taste and
get to learn through their senses. (PTH-35). She thinks that this type of instruction
affords higher level thinking as children use their words in conversations (PTH-49) and
also emphasized the one-on-one instruction this model allows (PTH-195). Nancy stated
that they have fun in her pre-K classroom. She said, “We have a lot of fun; we do
activities that they are learning, but they don’t know that they are learning” (PTN-17).
She stated that effective teachers teach in this way (PTN-49). Macey stated, “…you
incorporate through their learning through play, so for a preschool teacher, it is different
because we use play to incorporate, play and observation, to incorporate our curriculum.”
Tina stated that the social-constructivist model of her classroom makes lesson topics
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obvious to everyone. She said, “I put out a lot of hands-on activities; I think that’s why,
when you walk into my room, if I’m talking about space, you don’t have to ask me what
I’m talking about” (PTT-27). Tina thinks that this approach causes children to be excited
about learning and to love her class (PTT-30). And while the children may have a good
time, she said they are also given opportunities to work on important literacy skills, “But
they are also doing that in their centers; there’s paper and writing utensils in every center
where they are writing, so they are still gaining their skills that they need” (PTT-300).
Izzy stated that she thought that she had more freedom to use what I conceptualize as
social-constructivist teaching methods in pre-K than they do at other levels and that this
made for more freedom for children as well, “I think that it is more that we learn through
play, and it’s more free and open, where the children are able to express themselves more
and have more independence” (PTI-11). She also stated that this model allowed for more
individualization of instruction, which connected to enhanced student motivation for
learning, “We listen to what the children want to learn about; if the child is engaged in
learning something, they are more likely to do it” (PTI-48). Overall, pre-K teachers view
themselves as having the freedom to teach children through play and social interactions.
Parent/guardians. While parent/guardians typically indicated that they were not
trained in teaching young children, they still tended to see value in social-constructivist
teaching methods. Frankie talked about how social interactions can facilitate literacy
skills even at home (PGF-153). “Just as simple as talking and playing finger play games
and singing; those are some skills that they will eventually have to have” (PDG-183).
Carla stated, “I think also experiential learning is very important at this age, and I that
creates a deeper learning for her” (PGC-61). Barbara stated that she liked the format of
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the pre-K which was more social-constructivist and hoped to see the same when her child
reached kindergarten (PGB-60). Elma has noticed that social-constructivist methods
motivate children more to be engaged and learn. “I’ve seen kids who tend to get bored
with the way the lecture is taught; so I think ideally maybe adding a little bit more fun
activities toward learning, turning math into like songs, that kind of thing to get them
interested” (PGE-55). Jillian has seen value in learning centers in pre-K and hopes to see
the same in kindergarten (PGJ-62). She also noted how her child has learned academics
in pre-K with these methods implemented through learning centers. “I mean the art is
fun, but it’s also teaching him; I mean he’s writing letters, you know, he got to use
crayons so it was sort of art, but he wrote his sight word and he knows what it says, and
he write it correctly, and he held his crayon correctly, and so, you know, it was art, but it
was also leading him into pre-reading skills” (PGJ-133). Diane also likes the socialconstructivist setup of the pre-K classroom. “I believe that the preschool classroom
should be set up in centers; I believe that they children should have a choice of what
center to go in” (PGD-31). Sally likes the flexibility and individualization that socialconstructivist instruction provides. “If she’s learning more toward drawing through art,
let’s help her to learn that kind of way; maybe we could sponge print letters” (KGS-157).
Alice stated that her son’s pre-K provided a lot of hands on learning activities and said
that some children learn better when it is hands-on (KGA-82). Kelly noted the contrast
between the social-constructivist pre-K and the environmental-behaviorist model in
kindergarten, “I know that when I walk in the room, it’s not going to be like walking in a
kindergarten room where they are all sitting; I don’t expect that, I expect them to play”
(KGK-29). Laura stated that the pre-K classroom needs to be much more structured to
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get children ready for the more environmental-behaviorist kindergarten environment.
However, she also thinks that kindergarten is way too structured and ideally would be
more of what I conceptualize as social-constructivist in nature (KGL-39, KGL-74).
Overall, while there is a lot of pressure to get everyone ready for kindergarten, both preK teachers and parent/guardians tend to value a play-based, choice-based, social
constructivist approach.
Documents. These understandings align with the documents from the
professional associations. The recommended teaching practices for pre-K from NAEYC
and IRA indicator number six calls for “opportunities to engage in play that incorporates
literacy tools, such as writing grocery lists in dramatic play, making signs in block
building, and using icons and words in exploring a computer game” (NAEYC, 1998, p.
9). The pre-K teachers often talked about play being the most appropriate mode of
instruction in pre-K and parent/guardians tended to make comments about the value of
play-based experiences in pre-K. The kindergarten parent/guardians tended to agree, but
also made comments of concern about too much play in pre-K. Because they had
experienced the increased academic demands of kindergarten, they tended to make
comments about pre-K children needing to have more structured instruction. The
kindergarten teachers tended to share similar comments, but still communicated great
value in a play-based, social constructivist format for pre-K curriculum.
The NAEYC and NAECS/SED recommendations for curriculum in early
childhood programs indicator four states, “Valued content is learned through
investigation, play, and focused, intentional teaching” (NAEYC, 2003, p. 2). The intent
here is that children are engaged in a social constructivist curriculum that allows for
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exploration and construction of thinking and understanding by children as they
investigate ideas and engage in developmentally appropriate experiences with others.
This too is in agreement with many of the comments by study participants and their
understandings that this is what is best for learning experiences for young children. The
participants seemed to understand that this type of instructional methodology was best for
adapting to individual needs of young learners as the NAEYC position on
developmentally appropriate practice promotes. Indicator F suggests that teachers
should “possess an extensive repertoire of skills and strategies they are able to draw on,
and they know how and when to choose among them, to effectively promote each child’s
learning and development at that moment” (Copple & Bredekamp, 2009, p. 18). A social
constructivist instructional model allows for teachers to stimulate children’s thinking
based on their interests and then to extend those interests through experiential learning
and social interactions.
Social-Emotional Learning
For these participants, a general understanding of kindergarten readiness is that
because expectations are so high, children need social-emotional competence to be able
to handle the academic rigor of the new kindergarten. For this study, social emotional
skills were conceptualized as self-regulation, managing strong emotions, persisting on
tasks, getting along with others, following directions and rules, cooperating with others,
and self-help. Eighteen of the 20 participants reported that they believed social emotional
preparation in pre-K to be more important for success in kindergarten than academic
skills instruction. However, when teacher participants mentioned this they seemed to be
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talking more about procedural aspects of social emotional readiness such as obeying rules
and following directions and less about self-regulation and emotional competence.
Kindergarten teachers. Kindergarten teachers reported that that lack of social
emotional competency in kindergarten impeded their academics instruction. Valerie said,
“A preschool teacher needs to be able to get social skills in before they get to
kindergarten” (KTV-70). Odessa stated, “You get them at the beginning of the year and
it’s almost like they are little wild animals, some of them; you have to teach the basics
from walking in line, sitting in a chair, and keeping your hands to yourself (KTO-9). She
went on to say that it would help if pre-K teachers taught things such as, “teaching what
it’s like in the big school; teaching them to sit in a chair, teaching them to rotate centers”
(KTO-48), that she would be able to teach everything she needed academically. Rachel
stated, “So if I could have management over academics, I would take management and I
would implement the academics; if I could get both, that’s lovely, but if I have to choose,
I would take management over academics” (KTR-422). Pamela stated that it is important
for pre-K teachers to have good classroom management that facilitates students’ socialemotional learning of routines and rules, and that it is helpful if classroom management
practices are consistent from pre-K to kindergarten (KTP-47). She also said, “When they
go to pre-K, they learn things that you are are supposed to do in a classroom and things
that you are not, so they seem to be more willing to do those things when they get to
kindergarten” (KTP-118). The kindergarten teachers also shared that it helps if
parent/guardians will work on self-help skills at home. They said things like, “Making
your child feel successful before they come to school, learn to time their shoe, learn to
open their ketchup, learn to open their mayonnaise, learn to open their milk carton”
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(KTR-441). Valerie stated that children need to know the basic stuff like “blowing their
nose and taking care of themselves and things; that’s the main thing” (KTV-118). The
kindergarten teachers lamented that they did not perceive that they had enough time to
focus on social-emotional competencies even though they felt they were essential to
success in kindergarten.
Pre-K teachers. Pre-K teachers also spoke about their important role in
facilitating social-emotional development of their students. Grace stated, “I think the
main thing is just the socialization and how to act in a classroom; because, if they don’t
have that background of being in a classroom with other kids and how to act around other
kids, then I think it’s going to be harder for them to learn in kindergarten” (PTG-56).
Hilda also emphasized social-emotional preparations as important for a successful
transition to kindergarten. She said, “I was trying to teach them the part about being
respectful and going in and finding friends; it will make you have an easier transition and
you will be able to enjoy your class and enjoy getting to go to kindergarten” (PTH-247).
Izzy intentionally teaches social-emotional skills in her class, “And I know in my
classroom, I like to teach independence; so we learn things like playing with others, and
we sit at the table and pass food around” (PTI-126). She does this because she believes
these skills are important for success in kindergarten. She said, “I feel they need social
and emotional skills, I think they should know how to be able to play with other children,
how to do transitions, how to sit and listen; and some kindergartens are set up in centers,
so they should know how to do that, but it is really about being able to work with other
children, being able to follow directions” (PTI-99). Nancy echoed this concept of social
emotional preparation in pre-K, “They need to be able to follow the rules and share; they
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need to know how to get along with their peers so that they can learn” (PTN-82). She
went on to say, “Because if they can’t do these things, they are not going to be ready to
learn the things they need to learn in kindergarten” (PTN-103). Macey also stated how
academic skill learning falls into place after the development of social emotional
competency, “Social emotional skills and self-regulation is one of the biggest
components preschoolers need because once you have that, a lot of the other stuff can fall
into suit, because I think the foundation is to be able to be socially accepted in
kindergarten and being part of your peer group; if you are isolated from your peer group
because you can’t listen or you have a behavior issue, then you are not going to have
successful learning” (PTM-114). Tina stated, “My first thing would be social-emotional
skills; now, we teach that daily, all throughout the day” (PTT-82). She also shared what
a kindergarten teacher said to her, “If they could just teach them to sit and do group time,
just sit in a group, she could teach them everything else they need to know” (PTT-244).
All of the pre-K teachers said that social-emotional skills were an essential focus on
instruction in pre-K.
Parent/guardians. The parent/guardian participants tended to be concerned about
their own child’s social-emotional readiness for kindergarten, even when they had
evidence of mastery of necessary academic skills. Sally said, “I think it might be a little
difficult just because she is so shy” (KGS-31). Frankie said, “He may be intimidated a
little bit by the kids” (PGF-23). When asked what skills she thought children needed to
be successful in kindergarten, she said, “Being able to express themselves, their feelings,
knowing how to regulate different types of feelings, understanding simple directions; the
main part is social-emotional, having that skill is important” (PGF-59). Carla also
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thought social-emotional preparation is important, “I also think a huge piece is social and
behavioral learning, so it’s not just are they retaining, you know, mastery of some kind of
curriculum or standard, but, you know, what are we noticing socially if there’s any
difficulty with them behaviorally” (PGC-65). She also thinks that these skills are
necessary precursors for academic learning. She went on to say, “Because I think that if
you can focus and understand context changes throughout the day and what’s expected of
you, you are going to be more able to receive and retain information” (PGC- 128). While
Barbara and most of the other parents think academics should be a focus of pre-K as well,
she does not want that at the expense of social-emotional opportunities, “They need to
start moving into that a little more and amping up the education, but still giving them
some time to express themselves” (PGB-195). She went on to emphasize socialemotional skills children need to be successful in kindergarten, “Well, I think a lot of it is
acting appropriately in the environment, being able to handle that change, and kind of
adapting to the structure and learning environment” (PGB-245). Elma thinks that pre-K
is necessary social-emotional preparation for her only child, “Well, she is the only child,
therefore I take it that being around other children her age with the same interests, the
fact that she’s able to get around with kids her age” (PGE-11). Jillian thinks her child
learned some important social-emotional skills in pre-K that he may not have picked up
at home, “He learned to be around other people, how to communicate, how to get along,
how to share” (PGJ-106). Diane stated that she thought social-emotional skills are even
more important these days with the bullying climate of schools. She stated, “I think
social skills are important; I think that’s probably number one with all of the bullying we

140

have” (PDG-65). The preschool parent/guardians perceive a shift in the kindergarten
classroom environment, and are concerned about their children’s emotional readiness.
Several kindergarten parent/guardians greatly emphasized social-emotional
preparation of pre-K for kindergarten as essential, “It helps with the social-emotional
stuff, and they get some structure; aside from the academic stuff, they do get the structure
they need, routine” (KGS-105). Alice stated that is why she sent her son to pre-K (KGA154) and Kelly said the social part of pre-K helps children be successful in kindergarten
(KGK-83). Laura said, “Social-emotional readiness is the most important thing to me,
having gone through kindergarten (KGL-249). Laura went on to make a profound and
alarming statement about the necessity of developing social-emotional competence
before going to kindergarten, “Having that kind of emotional readiness is necessary to be
able to cope with the rigor of kindergarten” (KGL-253). It seems that there is a general
understanding that social-emotional skills not only help students navigate the
kindergarten classroom and expectations, but give them the social emotional
competencies to handle the enhanced rigor and expectations.
Documents. While an understanding that social-emotional skills are important for
kindergarten readiness aligns with the positions of the various professional associations,
study participants tend to have a very narrow view that focuses simply on children being
compliant to behavioral expectations, in contrast to the documents. In section three of
NAEYC’s position on developmentally appropriate practices, sub-indicator one under
indicator D states, “Teachers plan curriculum experiences that integrate children’s
learning within and across the domains (physical, social, emotional, cognitive) and the
disciplines (including language, literacy, mathematics, social studies, science, art, music,
141

physical education, and health)” (Copple & Bredekamp, 2009, p. 21). Likewise,
indicator six of the NAEYC and NAECS/SDE (2003) curriculum recommendations calls
for a comprehensive curriculum that includes critical areas of development including
social and emotional development. And the first indicator for pre-K in the recommended
teaching practices for literacy instruction from NAEYC and IRA is that children need
developmentally appropriate experiences including “positive, nurturing relationships with
adults who engage in responsive conversations with individual children” (NAEYC, 1998,
p. 9). The various recommendations and positions emphasize a balanced approach to
instruction that focuses on learning across domains. This means that while language and
literacy instruction are important, they are not focused on at the expense of intentional
social-emotional instruction. All of the participants seemed to understand that it was
important to introduce children to academic content in pre-K in order to get them ready
for kindergarten, but tended to understand social emotional preparation as focused on
compliance of children with teacher expectations versus including important socialemotional skills such as self-regulation, managing strong emotions, persisting on tasks,
getting along with others, cooperating with others, following directions and rules, and
self-help that the documents purport as vital.
Structure
Most participants have a common understanding that pre-K classrooms need to be
more structured to get children ready for kindergarten. Fifteen out of 20 participants
talked about this in the interviews.
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Kindergarten teachers. The kindergarten teachers talked about how pre-K
teachers need to have good classroom management. Rachel talked about how pre-K
gives children structure to get ready for the structured kindergarten environment (KTR29). The kindergarten teacher participants tended to talk about pre-K classrooms as less
structured than kindergarten classrooms. Rachel stated, “preschool does give the child
some structure, but I feel it’s a more open environment” (KTR-29). Sally said, “And they
do get some structure” (KGS-106). It seems, however, that kindergarten teachers
perceive that their classrooms must be highly structured in order to be able to cover all of
the required standards and meet performance measures. Rachel thinks that kindergarten
is more structured than pre-K, and that it is because they have so much regulation and
content related to mastery of learning standards. (KTR-29) Pamela said, “They used to
get to play and do a lot of free centers and stuff; now they have a lot of work, a lot of
skills” (KTP-288). Valerie had similar things to say about kindergarten, “You know, it’s
not just playing together and playing having a kitchen, and playing in the sand. And it’s
just not that anymore. It’s actually work. It’s fun, but it’s also work” (KTV-263). The
comments of the kindergarten teachers represent a more highly structured kindergarten
classroom with little time for free play activities.
Pre-K teachers. The pre-K teachers had mixed feelings about structure in the
pre-K classroom. Grace stated, “If you were raised in a strict, very orderly environment,
then you are going to want your classroom to be like that; I don’t think that’s good”
(PTG-46). She did state that sticking to a schedule and routine were important (PTG-97).
She thought that it was important to have a balance of warmth and control. She stated,
“My main thing is being balanced between loving them and still having control over the
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classroom” (PTG-191). Izzy said that she provides a structure with lots of choices
embedded. She stated, “We have a routine, but they get to make a lot of choices” (PTI33). Yet, she perceives that parents often dislike the less structured, play-based pre-K
classroom (PTI-42). Tina said that she perceives a move in pre-K towards a more rigid
structure. She said that children used to have more choices, but now they are more
restricted (PTT-37). Macey said that structure and routine are important components of a
pre-K teachers’ classroom management (PTM-25). Overall, the pre-K teachers perceive
that a schedule and routine are important, but that pre-K aged children need to have a lot
of flexibility and choices.
Parent/guardians. Some of the kindergarten parent/guardians had particularly
strong feelings that pre-K classrooms needed more structure to better prepare children for
the environment they will experience in kindergarten. Carla said that she thought
structure was important because it got children ready for the very structured kindergarten
classroom environment (PGC-55). Most of the pre-K parents talked about still wanting
somewhat of a loose structure in kindergarten, but expected more structure. The
kindergarten parents made very strong statements about needing more structure in pre-K
to get ready for kindergarten. Sally said that they need to have more rules and discipline
(KGS-47). Others talked about how they liked the current structure of pre-K, but thought
that it was not structured enough to prepare children for the highly structured
kindergarten classroom.
Sally likes the learning through play that typically occurs in pre-K, but is
concerned that there is a lack of structure that poorly prepares children for kindergarten.
She said, “I think learning through play is great. I really do think it’s what the younger
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kids need to do. But when they hit that four-year-old room, it’s time to start pulling
down a little bit more rules and discipline” (KGS-47). Laura found the kindergarten
classroom her child experienced to be too structured for her liking, but thinks changes
need to be made in pre-K since children are likely to have that type of environment in
kindergarten.
What I wish from a preschool is structure. Well, okay, this is from the
kindergarten mom perspective. I think that kindergarten is way too structured and
kindergarten needs to be revamped. But if you are sending a child to
kindergarten, I wish that a preschool was very structured, very organized minute
by minute if you will (KGL-37).
While a few of the parent/guardians of pre-K children made comments about desiring a
more structured pre-K experience, they also typically shared that they liked the
organization of pre-K and their expectation that children will still have free choice like
their child experienced in pre-K when they get to kindergarten. Overall, the various
participant groups seemed to see value in complementary structures and organization
between pre-K and kindergarten including classroom management policies. However,
conflicting views arose as parents considered what they thought most appropriate for
children versus what children must have to be ready for what they perceive as an overly
structured kindergarten classroom.
Documents. Structure in the form of an organized classroom environment,
predictable schedule, and opportunities for choices regarding learning activities by
children are also emphasized in the documents from professional associations. Indicator
E of the NAEYC position statement on developmentally appropriate practices states that,
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“Teachers plan the environment, schedule, and daily activities to promote each child’s
learning and development” (Copple & Bredekamp, 2009, p. 18). The sub-indicators
under indicator E include things like providing a classroom structure that facilitates
children making meaningful choices about their learning and providing a daily and
weekly schedule with extended portions of time for play-based activities with adults and
peers. While there is an emphasis on structure in the documents, it is one that allows
children to be active and engaged as they test boundaries. So, while structure is shown as
valued in the documents, it is framed in a social constructivist manner utilizing student
choice among a variety of learning activities.
Other documents emphasized this more social constructivist structure for early
learning classrooms. Indicator one from the recommendations for curriculum by
NAEYC and NAECS/SDE states that “children from babyhood through primary
grades—and beyond—need to be cognitively, physically, socially, and artistically active”
(2003, p. 2). It goes on to say that, “In their own ways, children of all ages and abilities
can become interested and engaged, develop positive attitudes toward learning, and have
their feelings of security, emotional competence, and linkages to family and community
supported” (NAEYC, 2003, p. 2) when they are provided a classroom structure that
promotes active engagement. It seems that while the understandings about the
importance of structure by study participants is congruent with the documents, the
parent/guardian and kindergarten teacher participants emphasize a more restrictive
structure that would get in the way of the active engagement advocated for in the
documents.
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Parental Involvement
Parent/guardian participants in the study shared the view that parents are
responsible for making sure their kids are ready for kindergarten. They said that parents
are the ones that choose what pre-K to send their kids to and that her family chooses to
carry the lessons home and talk about them there. Kindergarten and pre-K teachers also
have an understanding of the value of parental involvement in their child’s education.
Kindergarten and pre-K teachers. Both kindergarten and pre-K teachers
perceive great value in parents being involved in their child’s education. Kelly, a pre-K
teacher, said, “Parents and teachers need to work together to make sure they are ready”
(KGK-91). Tina stated, “Being involved is the biggest, it’s important; it has a lot to do
you’re your child’s success” (PTT-120). Several of the teacher participants shared that
they have the greatest struggles with kindergarten readiness when parents are not
involved and great success when they are. Pamela said you can tell when parents are
involved or not, “And I think it makes a huge difference” (KTP-314). Both pre-K and
kindergarten teachers tend to give academic skills for parents to work on at home and
parents seem to want this. Frankie said she appreciates the things her child’s pre-K sends
home. She went on to say, “They can give us little assignments, little simple assignments
to do at home, have us involved in programs and school events. We do get the
assignments as home and we know what is going on in the classroom and we have tips on
what we can do at home so we can extend that learning” (PGF-176). Elma stated, “And
it is two-fold; the parent reinforces what the teacher taught and the teacher reinforces
what the parent is teaching that she has already taught the child” (PGE-98).
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Parent/guardians. Eight out of ten parents perceive themselves as primarily
responsible for their children’s kindergarten readiness, but most also perceive the pre-K
teachers as the trained professionals they need to help them in this role. Laura said, “In
my opinion, it’s mine, it’s the parents; it may be the choice in where I send my children
to pre-K or it may mean what I choose to do at home or it may be a combination of the
two, but ultimately, I am responsible” (KPL-240). Alice agreed, but also pointed out that
pre-K teachers are trained in how to teach children and are who parents rely on to share
this knowledge (PGA-210).
Documents. Most of the documents are congruent with this understanding of the
importance of parental involvement. Indicator two of the curriculum recommendations
from NAEYC and NAECS/SDE states that curriculum is effective when goals as clear
among various stakeholders including families and that “strategies are designed to help
achieve these goals in a unified, coherent way” (2003, p. 2). Indicator B under number
two of the NAEYC position on developmentally appropriate practices states that
“Teachers make it a priority to know each child well, and also the people most significant
in the child’s life” (Copple & Bredekamp, 2009, p. 17). This means that teachers and
parent/guardians need good relationships to share information, make learning goals and
plans, and work together to promote mastery of skills.
Summary
This chapter has outlined themes from interviews conducted with twenty
participants from the early childhood sector in Mississippi and compared these with
official documents including early childhood education policies, early learning standards,
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and position statements of early childhood professional associations. The concepts were
organized based on the research questions with one section outlining the perceptions of
the participants about the impact of standards on pre-K experiences, and a section on
understandings of the participants about experiences that promote kindergarten readiness.
In the next chapter, I will provide a discussion of findings of this study along with
implications for practice and recommendations for future research.
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SUMMARY, DISCUSSION, AND RECOMMENDATIONS
Summary and Discussion
Young children have been provided with early learning experiences in pre-K and
kindergarten classrooms for many years. A variety of approaches have been
implemented over the years with programs based on a play-based, developmentally
appropriate philosophy with an emphasis on the social-emotional skills learning showing
the greatest long-term advantages for children (Fontaine et al, 2006). The
implementation of standards in kindergarten including the CCSS in many states and other
locally developed standards like the MCCRS in Mississippi seems to have caused a shift
to more academic skills focus in the kindergarten classroom (Rushton et al., 2010). In
response to the implementation of the new standards in Mississippi, the primary purposes
of this qualitative study were to: (a) examine the perceptions of various stakeholders in
the state’s early childhood sector about how pre-K and kindergarten may have changed,
(b) determine what experiences in pre-K education are understood to facilitate
kindergarten readiness, and (c) and to explore how these perceptions and understandings
compared to established educational policies, early learning standards, and the position
statements of early childhood professional organizations. I collected data for this study
from interviews I conducted with six parent/guardians of pre-K children, four
parent/guardians of kindergarteners, six pre-K teachers, and six kindergarten teachers,
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from a focus group with a cross-section of these participants, informal follow-up
interviews with the participants, field notes, and from the review of official documents
including lesson plans, student work samples, early learning standards, and positions
statements from professional associations.
The results of this study provide insights into the perceptions and understandings
of the stakeholders regarding the implementation of the new standards in Mississippi
kindergarten classrooms. This discussion of the findings is set in the context of the two
research questions. The first question focused on perceptions of stakeholders about the
impact of the standards and the second part evaluated common understandings about
kindergarten readiness. Each part was considered alongside research question two which
sought to see how the perceptions and understandings compared to established polices,
standards, and positions statements. In this chapter, I evaluate and discuss the findings of
the study related to four concept areas including (a) the impact of assessment versus
standards, (b) mismatched values and practices, (c) trust in communication, and (d) shifts
in teacher job satisfaction. Suggestions for future research and some implications for
practice are also provided.
Impact of Assessment Versus Standards
A very prominent theme from this study was that almost all study participants are
experiencing pressure related to kindergarten readiness. The pre-K teachers reported that
they perceive kindergarten is more stressful than pre-K for both the children and teachers.
This pressure was attributed to a test oriented classroom structure. One participant stated
that she thought that the accountability measures and school ratings competition was
causing tremendous pressure and pointed out that the ratings are determined by test
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scores. These statements were compared to indicator A of section three of NAEYC’s
position on developmentally appropriate practices. It appears that pressure to perform on
assessments causes teachers to put too much weight on some academic skills in contrast
with the requirements of the indicator (Copple & Bredekamp, 2009, p.20). This over
emphasis on some academic skills causes undo stress on children, teachers, and parents.
Previous research has shown that kindergarten teachers tend to emphasize the
social-emotional preparation for kindergarten as most valuable (Denton et al., 2000;
Heaviside & Farris, 1993; Huey-Ling et al., 2003; Hymel, LeMarc, & McKee, 2011).
Previous studies also showed that kindergarten teachers perceived children as not arriving
to kindergarten with necessary academic skills as well (Denton et al., 2000; Hymel et al.,
2011; Rimm-Kaufman et al., 2000). But, it seems that this perception has been amplified
as more rigorous standards have been implemented in kindergarten. Heavside and Farris
(1993) found that kindergarten teachers also do not believe that readiness can be forced
on young children. Yet, I got the overall impression from the interviews that teachers
tended to perceive that they were being forced to drive children to become something that
the testing related to the standards required them to be rather than just letting children be
children and meeting them where they were with developmentally appropriate
instruction. It also seems the testing of students at upper grade levels has caused a push
down pressure and expectations that has created challenges for almost all of the
stakeholders. This pressure seems to not only impact what teachers are teaching in pre-K
and especially kindergarten, but also the instructional methods they use. The pressure
seems to be exacerbated as children act out due to lack of social-emotional competence to
handle what they are experiencing in kindergarten, and kindergarten teachers perceive
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that they do not have time to teach these social-emotional skills because they have to
spend so much time preparing children for these tests.
Obviously, the implementation of testing associated with more rigorous academic
standards in kindergarten has caused some shifts in perceptions and understandings for
stakeholders in the early childhood sector of Mississippi. As ESSA is implemented in
Mississippi, it will be important for policy makers to evaluate these perceptions in their
decisions moving forward. Particularly, the pressure placed on children, teachers, and
parents needs to be evaluated to determine if it is necessary or even detrimental.
Teachers need more autonomy to teach their children in the ways that they perceive meet
individual needs and based on evidence-based practices. Also, early childhood
professionals, parents, and other stakeholders need to continue the process of developing
a common understanding of what it means to be ready for kindergarten and develop
relationships and programs to promote children’s optimum readiness for their school
careers. As this occurs, multiple measures instead of one single measure can be
developed to determine effectiveness.
Mismatched Values of Kindergarten Teachers and Reported Practices
It was interesting that all participants had an understanding that what I
conceptualized as a social constructivist approach to instruction is ideal for young
children in pre-K and kindergarten. Even when the kindergarten teachers talked about
the large amount of environmental-behaviorist teaching methods they use in their
classrooms, they still frequently mentioned how they wish it were not that way. The preK teachers seemed to appreciate the fact that they have more freedom to use social
constructivist methods and parents tended to want their children to have those types of
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experiences. They advocated for free play, informal learning, and allowing children to
play. They said that in today’s kindergarten, worksheets are used far too often and that
we need to at least find the balance between worksheets and free play. They attributed
kindergarten’s wide use of worksheets, formal instruction, and academic pressure to
being worried about meeting standards.
Many of the participants shared their concerns about young children being pushed
too hard too soon and what the long-term consequences may be from that experience.
They said that some are ready, and others are not ready but are forced to do it. They fear
that pushing kids too hard will cause them to get burned out later. Some of the
kindergarten teachers remembered a time before they had to teach so much content and
reminisced about how much fun it was and how many hands on activities they did with
their students. These understandings were compared to indicator six of the recommended
teaching practices for pre-K from NAEYC and IRA.
The participants’ comments align with the idea of providing children with
opportunities that incorporate literacy learning into play (NAEYC, 1998). These
understandings were also compared with indicator E of the NAEYC position statement
on developmentally appropriate practices (Copple & Bredekamp, 2009) and indicator one
from the recommendations for curriculum by NAEYC (2003). These documents support
providing a classroom structure that facilitates children making meaningful choices about
experiential and play-based activities with adults and peers. While the understandings
about the importance of structure by study participants is consistent with the documents,
the parent/guardian and kindergarten teacher participants emphasize a more restrictive
structure that would get in the way of the active engagement advocated for in the
154

documents. This is likely due to an inappropriately restrictive environment that has
overtaken kindergarten since the implementation of testing related to more rigorous
academic standards.
Stakeholders in the early childhood sector in Mississippi have perceived some
impacts from the implementation of more rigorous academic standards in kindergarten.
Many of the parents and teachers perceive a shift to more environmental-behaviorist
instructional methods in kindergarten as the focus has shifted from social-emotional
preparation for the remaining school career to academic skill mastery in English language
arts and mathematics. This has resulted in a shift to a more academic focus in pre-K
classrooms as well as a decreased focus on the prerequisite fine and gross motor physical
development skills necessary for school readiness. The shift to a more academic focus in
pre-K and kindergarten was emerging in the previous literature (Ray & Smith, 2010), but
the shift to heavy environmental-behaviorist teaching methods is not consistent with the
evidence from previous studies. Study participants also have developed some common
understandings about the readiness process. While kindergarten has moved to more
heavily environmental-behaviorist instructional methodologies, study participants have a
common understanding that a play-based, social-constructivist approach to instruction is
most appropriate and effective for young children. Emfinger’s (2009) research promoted
the use of play as core to instruction in the pre-K and primary classroom. Another study
highlighted social-constructivist instruction including play as meeting the needs of
variety of young learners (Cole & Washburn-Moses, 2010). Also, study participants
have the common understanding that social-emotional skills are important for
kindergarten readiness. This is consistent with the previous literature about teacher’s
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perspectives (Denton et al., 2000; Heaviside & Farris, 1993; Huey-Ling et al., 2003;
Hymel, LeMarc, & McKee, 2011), but differs from previous research on parental
perceptions (Denton et al., 2000; Kim, et al., 2005; LaParo & Pianta, 2000) perhaps
indicating a shift as more rigorous standards are implemented. The stakeholders also
share an understanding of the importance of structure in the pre-K classroom to get
children ready for the highly structured kindergarten environment.
This is in contrast to the more loosely structured pre-K environment found to be
most effective in the previous literature and again indicates a shift in understandings as
more rigorous standards are implemented in kindergarten. One study showed some
conflict between the pre-K teacher’s primary beliefs about whether social-emotional
skills are more important than academics for school readiness. In this study, pre-K
teachers viewed social-emotional skills as more important (Lin et al., 2003), however
another study found that they tend to believe academic skills are more important
(Piotrkowski et al., 2001). Furthermore, some previous research has shown that pre-K
teachers’ beliefs about what is most important and their actual classroom practices often
differ greatly (O’Leary et al., 2010). This finding stands in contrast with previous
literature. Feeney, Grace, and Brandt (2001) found that kindergarten teachers preferred
social-emotional skills like knowing how to operate in a classroom, following routines,
paying attention, and being self-controlled as the most important preparation for
kindergarten versus academic skills knowledge. Heaviside and Farris (1993) found that
kindergarten teachers tended to emphasize being ready physically and social-emotionally
were more important. It seems that a perceived result of the implementation of new
standards is an increased focus on academic readiness by kindergarten teachers. While
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there seems to be a perceived shift toward academics as standards have been
implemented in Mississippi, this seems to have already been in flux with teachers
adopting more environmental-behaviorist teaching methods. A key thread to most of the
participants’ comments was a concern that the transition to more environmentalbehaviorist instructional methodologies in kindergarten is not good for young children
and that many of the standards could be taught in more developmentally appropriate
ways. Blank (2012) stated that teachers need to support children’s language and literacy
learning by providing experiential opportunities with specifically prepared spaces and
materials and hands-on activities that result in rich conversations between children and
adults. Kami suggested that instruction should be geared around children’s experiential
consideration of interesting and meaningful problems and guided by a teacher’s skilled
questioning versus being presented in worksheet form. Rushton and Larkin (2010) point
to recent brain research as purporting that a child-centered environment with a variety of
experiential learning options built around an integrated thematic curriculum is best for
young children to learn. It seems that this perceived transition to more environmentalbehaviorist teaching methods stands in contrast to the recommendations from previous
studies.
The move to more environmental-behaviorist teaching methods is not supported
in the documents including educational policies, learning standards, and the position
statements of various early education associations. It was also interesting to note that
kindergarten teachers feel pressure to exceed the standards and place pressure on the preK teachers to do the same. This is evidently due to pressure from testing they place on
themselves and is passed on to them by their upper grade colleagues and administrators.
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The narrow focus on academic skills is not congruent with the documents with the
exception of the learning standards, which focus primarily on academic skills in English
language arts and mathematics for kindergarten. The understandings about the
superiority of the social-constructivist approach to instruction in early childhood
education was consistent with the documents of professional associations as was the
importance of appropriate classroom structures and parental involvement.
Trust in Communication
All participants perceive that communication is important for success in the new
standards-based kindergarten. Pre-K teachers talked about the high level of
communication they tend to engage in. They reported communicating frequently with
parents about kindergarten preparation. They reported that they send out weekly
newsletters to parents, discuss a child’s achievements and their concerns with his or her
parents, and try to maintain an open door policy for parents to discuss their concerns.
They go over a list of skills that help parents and children to prepare for kindergarten.
Sharing lesson plans created using Early Learning Standards is another way pre-K
teachers help communicate learning expectations to parents. One kindergarten teacher
admitted that she does not communicate with parents until their child is in her class. On
the first day of school, she sends home information about how her classroom is run and
what to expect. She said that once school starts, she communicates with parents about
the expectations, achievements and they have meetings about parental involvement, and
assessment results. These comments reflect what most of the kindergarten teachers said
in the interviews. They also tend to expect everyone to come to them for the information
they need. Another kindergarten teacher said that pre-K teachers should come observe a
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day in a kindergarten class in order to know what materials to cover. She went on to say
that if they cannot do that, they should at least communicate with their local school to get
a list of expectations. She said that this helps them better prepare pre-K children for
kindergarten. It appears that while the kindergarten teachers perceive that
communication about readiness is important, they provide information when the children
get to them and expect the pre-K teachers to come to them to find out what they need to
know. This may be because they are under so much pressure to teach more rigorous
content in order to meet the demands of the testing of standards.
These statements were compared with indicator two from the curriculum
recommendations from NAEYC & NAECS/SDE (NAEYC, 2003) and indicator A in
section three of NAEYC’s position statement on developmentally appropriate practices
(Copple & Bredekamp, 2009). While pre-K teachers are doing an excellent job with
communication and the kindergarten teachers appear to be doing well with
communication once children reach their classes, the goals are not thoroughly articulated
shared by all stakeholders throughout the readiness process.
Previous research showed that communication among various stakeholders
including parent/guardians, teachers, administrators, and policy makers is important so all
share a common understanding of readiness expectations (Saluja et al., 2000). Other
studies pointed to a lack of common understanding of what readiness means and
breakdowns in communication breakdowns between stakeholder groups as a major issue
(Boethel, 2004; Ramey & Ramey, 2004). Just as in the previous research, study
participants perceived the necessity of high levels of communication between stakeholder
groups to facilitate optimum readiness. However, it seems kindergarten teachers do not
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trust pre-K teachers to understand what is expected by simply reviewing the early
learning standards and other documents available to them. Disparities between what the
standards require and what kindergarten teachers perceive to be necessary for
kindergarten entry likely contributes to this. Kindergarten teachers consistently reported
beginning of year kindergarten expectations that were more consistent with the end of
year requirements. And they also recognize how their teaching methods have changed
due to pressure from testing. Therefore, they perceive that information about new
standards and how kindergarten has changed is not getting to pre-K teachers and
parent/guardians to make sure their efforts focus on what they think is most important.
While efforts should be made to help kindergarten teachers to teach in ways that
more closely align with their values, the positions of professional associations, and
evidence-based developmentally appropriate practices, there still remains a need for
strong communication between the stakeholders. Communication about kindergarten
readiness expectations from elementary schools to preschools and parent/guardians is
lacking. This study found that elementary schools were providing communication very
late in the process, often just weeks before the child started kindergarten or just after. It is
unfortunate that these breakdowns in communication persist because the family has been
shown to have a major impact on the readiness and success of their children (Joe &
Davis, 2009).
It seems that parent/guardians and preschool teachers would like the elementary
school to provide more communication to let them know what they should focus on and
help to relieve anxiety about the transition, but the elementary school expects everyone to
come to them. It also appears that what is happening in kindergarten does not necessarily
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align with the standards, causing kindergarten teachers to perceive that parents and
preschool teachers should come see versus just relying on the early learning standards.
Elementary schools should establish policies that engage parents and pre-K teachers
when the child is starting their last year in pre-K at the latest. Also, children, parents, and
pre-K teachers should be invited to visit and spend some time in the kindergarten
classroom to provide a strong orientation for the transition. It also seemed that when the
pre-K program was on the campus of the elementary school, this communication was
more effective due to the ease of access to all of the stakeholders. Pre-K programs
should be provided on-site at the elementary school as much as possible.
These understandings of the parent/guardians being central to the readiness
paradigm and the importance of parental involvement are supported in the previous
research. Joe and Davis (2009) found that parents have a huge impact of the kindergarten
readiness of their children. Dockett and Perry (2002) emphasized the need for strong
connections between the family, classroom, and community. Yet, previous research also
shows a disconnect about what families view as most important for readiness as
compared to other stakeholder groups (Barbarin et al., 2008; Diamond et al., 2000;
Graue, 2006). When early education professionals and parents work together to
determine a common understanding for readiness for children in a local community,
children tend to have the best outcomes (Kim et al., 2005).
Supporting parent/guardians in their key role in promoting readiness is even more
important for families with lower socio-economic status. Hindman and colleagues (2010)
found that an achievement gap is already present for low-income families upon preschool
entry. Joe and Davis (2009) found that parents have a large amount of influence on
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children’s early academic learning. Other studies have found that families with higher
socio-economic status tend to engage their children more in academic learning producing
better readiness outcomes (Huttman, 1991; Kim et al., 2005). These studies highlight the
value of parents being engaged in the learning process. Family participants in this study
came from both poor and wealthy backgrounds. All of them valued their relationship with
school and expressed an interest in promoting readiness, however they desired more
communication from school.
Shifts in Teacher Job Satisfaction
An interesting finding from this study was that pre-K teachers perceive a
generally higher job satisfaction. This seems counterintuitive since pre-K teachers have
historically been low paid and have been considered in lower regard as they were
considered babysitters versus professional educators. It appears that a somewhat
surprising result of higher standards in kindergarten is that pre-K teachers and perhaps
even other groups are beginning to have more esteem for the work they do. One pre-K
teacher shared that she thinks her job is awesome and that she loves working with kids,
reflecting the comments of the other pre-K teachers. The pre-K teachers repeatedly talked
about how they perceived that they had more freedom to teach their children they way
that they thought was best. They enjoy the opportunities they have to use play-based
experiential learning with young children. These perceptions were found to align with
indicators one and four from the curriculum recommendations from NAEYC &
NAECS/SDE. They suggest that children need to be active and engaged in their learning
and explicitly emphasize inquiry learning through play and intentional teaching.
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A previous study found that pre-K teachers’ instructional modalities and
curricular content were based more on personal preferences than evidence-based
practices (O’Leary et al., 2010). Another study found that pre-K teachers had limited
understanding of how the brain works and how their instruction promoted cognitive
growth (Rushton & Larkin, 2002). This lack of professionalism and understanding likely
contributed to lower evaluations of job satisfaction. It appears that as standards have
become more rigorous in kindergarten, pre-K teachers have increased their professional
competence to better meet the needs of their students. At the same time, they are free
from the high levels of accountability that their kindergarten teacher colleagues
experience, and therefore enjoy higher job satisfaction as they experience that autonomy.
Previous research has shown that joyful and safe classroom environments not only
support children’s success, but also produce teachers who enjoy their jobs (Trussell,
2008). It appears that the autonomy to teach the way they think is best causes the pre-K
teachers to feel safe and enjoy teaching.
One previous study found that pre-K teachers tend to have limited understanding
of how the brain works and how to develop instruction to promote cognitive growth
(Rushtin & Larkin, 2002). Another study found that personal preferences tended to drive
pre-K teachers’ instructional modalities and curricular more so than evidence-based
practices (O’Leary et al., 2010). It appears that there is a perception that pre-K teachers
have increased their professional competence as they have been identified as an important
stakeholder in getting children ready for a more academically rigorous kindergarten. Yet,
they enjoy higher job satisfaction as they experience autonomy from the high levels of
accountability that their kindergarten teacher colleagues experience. It appears that this
163

increased prominence as a necessary stakeholder and professional freedom causes the
pre-K teachers to experience higher job satisfaction. Previous studies have also shown
that kindergarten teachers experience stress when they have to deal with children who are
not ready for the content and structure of their classrooms (Denton et al., 2000; Hymel et
al., 2011; Rimm-Kaufman et al., 2000). It seems that the continued shift to more rigorous
academic standards and the associated high-stakes testing has had a negative impact on
the job satisfaction of kindergarten teachers as they feel pressured to force children to
perform on assessments of mastery of standards.
In contrast, kindergarten teachers seem to have reduced perceived job satisfaction
due to the high-stakes accountability they experience. The kindergarten teachers
generally reported that they like their jobs, but that added a caveat of it being very hard.
One kindergarten teacher described being a kindergarten teacher as tiring and a test on
her patience. She stated that like any other job, she has good and rewarding days, and
then she has days where she feels like she is going to lose it. The pre-K teachers are
noticing the reduced job satisfaction as well. One said that she thinks that being a
kindergarten teacher is stressful because they are under pressure for their students to test
well and reach milestones.
Indicator one from the curriculum recommendations from NAEYC &
NAECS/SDE position statement calls for children to be active and engaged in their
learning. It goes on to say,
Children from babyhood through primary grades and beyond need to be
cognitively, physically, socially, and artistically active. In their own ways,
children of all ages and abilities can become interested and engaged, develop
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positive attitudes toward learning, and have their feelings of security, emotional
competence, and linkages to family and community supported. (NAEYC, 2003, p.
2)
The high pressure, high stakes kindergarten that has emerged seems to limit instructional
modalities that facilitate active engagement and promote positive attitudes toward
learning and social-emotional competence. This likely contributes to the decreased job
satisfaction experienced by kindergarten teachers and the enhanced satisfaction of
preschool teachers as they typically embed active and engaged learning in their
curriculum. Indicator four from the same document is similar, but explicitly emphasizes
inquiry learning through play and intentional teaching (NAEYC, 2003). Previous studies
have shown that kindergarten teachers have had to deal with children arriving to their
classrooms ill prepared (Denton et al., 2000; Hymel et al., 2011; Rimm-Kaufman et al.,
2000). But kindergarten teachers also tend to believe that readiness cannot be forced on a
child (Kagan et al., 1995). Previous studies have also shown a growing shift in
kindergarten teachers perceiving academics as being more important for readiness over
social-emotional skills (Denton et al., 2000; Feeney et al., 2001; Heaviside & Farris,
1993; Huey-Ling et al., 2003; Wesley & Buyssee, 2003).
The heightened focus on academic standards has caused an overall perception that
pre-K has become an important and almost necessary experience to get children ready for
kindergarten. This perception may have positively impacted the job satisfaction of pre-K
teachers as they perceive more value for their work while causing kindergarten teachers
to have less satisfaction as they deal with the pressure that comes from the demands of
more rigorous academic standards. It is important that kindergarten teachers be relieved
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of the pressure for students to perform on high-stakes tests. They should have the
opportunity to give input into how their work will be assessed using a variety of measures
instead of test focusing narrowly on a set of academic skills. As they have this
opportunity to be more in charge of how to teach in their classrooms, they should have
greater job satisfaction. It is important that as this occurs, pre-K teachers continue to
perceive themselves as a key partner in the readiness process. They should be held in the
same level of esteem and be provided with equitable compensation so their higher levels
of job satisfaction are sustained.
Recommendations for Future Research
In the current study I sought to gain insight into the perceptions and
understandings of individuals in the early childhood sector of Mississippi about the
impact of standards in kindergarten. While this study both aligns the findings of previous
studies and shows some transitions in the perceptions and understandings of various
participant groups, it also reveals some additional opportunities for further research.
Impact of Social-Emotional Skills on Academic Progress
A finding of this study was that social-emotional skills are key to kindergarten
readiness. Future research should be conducted into how social-emotional competency
impacts the mastery of academic standards and subsequent success in successive grades.
Instructional Practices in Pre-K
The participants of this study highlighted the importance of pre-K experiences to
provide the social-emotional skills and basic academic foundation for success with
standards in kindergarten. Further research should be conducted to investigate how
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instructional practices in pre-K classrooms may be altered to better prepare students for
success in kindergarten. Previous literature has emphasized the social-constructivist
approach to instruction in pre-K classrooms. Perhaps the addition of some didactic
instruction in specific social-emotional skills and English language arts and mathematics
skills should be considered.
Student Maturity and Mastery of Standards
Another finding of this study is the kindergarten teachers’ perspective that some
children were not as successful in the mastery of standards because they were not
developmentally ready for them. This is an important contribution to previous literature,
because this has not been identified in relation to the implementation of the new
standards in kindergarten. Future studies should investigate the relationship between
individual factors like age of entry for kindergarten, the kindergarten teacher’s perception
of the maturity of the child, and success in mastery of standards.
Impact of Changes Resulting from the Implementation of ESSA
Further research will be needed as the Mississippi Department of Education
adjusts learning standards and assessment based on input from teachers as part of ESSA.
The results of this study showed that perspectives and understandings about kindergarten
readiness change as new educational policies are implemented. This will need to be
evaluated as ESSA affects changes in policy. Studies will also need to be developed to
determine the efficacy of any assessments that are developed as part of this process.
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Early Childhood Teacher Education
This study indicated that kindergarten teachers do not have enough depth of
understanding of social-constructivist teaching methods to ensure that they are
implemented in such a way to meet academic standards and defend the efficacy of these
methods to other stakeholders including parents and administrators. Studies will need to
be conducted to examine how well the course content and delivery in teacher education
programs is preparing teachers to implement social-constructivist teaching methods in
their classrooms. The same will need to be done in administrator preparation programs
regarding integrating knowledge about appropriate instruction in early childhood
classroom settings.
Implications for Practice
Train Teachers and Administrators in Play-Based Instruction for Early Childhood
The findings indicate that kindergarten teachers have moved heavily to
environmental-behaviorist instructional methods despite their own beliefs about what is
best for young children and evidence supporting more experiential play-based methods.
Kindergarten teachers should receive professional development on teaching academic
content in a more play-based, social-constructivist manner. The kindergarten teacher
participants often talked about wanting to go back to their play-based methods from
before, but cited their administrators viewing those types of learning activities “down
time.” Perhaps this is because teachers do not have skill in connecting learning standards
to play-based instruction.
Related to this, the kindergarten teacher participants did not seem to have a depth
of understanding about why play-based instructional activities would be more appropriate
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for the young children they teach. While it is obvious from participant responses and the
lesson plan documents that the kindergarten teachers are providing systematic code
instruction, it does not appear that the teachers are providing many interactive reading
and writing activities alongside this systematic instruction that would be consistent with a
balanced approach.
Teacher education programs should be adjusted to ensure that adequate content is
included on child development so that teachers are better able to connect their
instructional methodologies to the specific developmental needs of the children they
teach.
As stated above, administrators often viewed the more social-constructivist
teaching methodologies as not keeping children on task. Considerations should be made
about the professional preparation and development of school administrators leading
primary schools. This should include specific training in appropriate instructional
methods for early childhood classrooms as well as preparation in serving as the
instructional leader of pre-K, kindergarten, and primary grade classrooms.
Facilitate Accurate Interpretation and Multiple Measures of Standards
Study participants perceived a shift to a more academically oriented pre-K and
kindergarten classroom. Sometimes, the academic content exceeded the published
learning standards. It is important that teachers be provided with good professional
development to accurately unpack the standards. They should collaborate with their
colleagues below and above grade level to ensure that the standards being implemented
and communicated are accurate for the current developmental level of the children they
serve.
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Also, as ESSA is implemented nationally and in Mississippi, it will be important
for the Mississippi Department of Education to evaluate learning standards and determine
that they cover all domains versus the current narrow focus on academic skills in English
language arts and mathematics. Specific learning standard for kindergarten should be
included for the domains of physical, social-emotional, science, social studies, and
creative arts. The current standards for ELA and mathematics in kindergarten should be
evaluated for developmental appropriateness and to determine if they meet a more local
definition of what is rigorous and appropriate for young learners.
The Mississippi Department of Education needs to convene a task force to work
on evaluating the instructional methodologies being used in kindergarten. Both
kindergarten teachers and especially administrators need to be educated on
developmentally appropriate practices in kindergarten. Additionally, accountability of
schools must be adjusted to include multiple measures of effectiveness versus a single
student performance based assessment. If teachers perceive that they are allowed to use
the play-based, social constructivist methods that more closely align with their values,
they will be more likely to transition back to them. However, they need the strong
professional development and some type of measure of teaching interactions to ensure
that they do this. It takes a high level of skill to provide intentional skill-based
instruction alongside authentic experiences in the classroom.
Focus on Physical Development
The findings indicated a decreased focus on physical development in pre-K and
kindergarten. Pre-K teachers and some of the kindergarten teachers did mention some
focus on the development of gross and fine motor skills, but this was overshadowed by a
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focus on academic and social-emotional skills. This reduction in focus on the importance
of motor ability is also in contrast to the previous research. Zuckerman and Halfon
(2003) found that children with deficiencies in physical development are at a greater risk
for poor social and academic outcomes. Cameron and his colleagues (2012) found that
kindergarteners with higher fine motor abilities had greater achievement in school.
Previous research has also shown that delays in motor abilities impact the development of
social-emotional competence (Montes et al., 2012). Early screening and intervention for
motor delays is highly recommended to promote readiness for kindergarten (Montes et
al., 2012) because children who struggle with motor delays are at a great disadvantage in
the kindergarten classroom (Rimm-Kaufman et al., 2000). As mentioned earlier, as
ESSA is implemented the Mississippi Department of Education needs to develop more
comprehensive and developmentally appropriate standards for kindergarten that includes
all developmental domains including physical development.
Invest in Quality Pre-K Experiences
The study findings showed a perception of pre-K experiences as important for
kindergarten and later school success. Previous studies have shown this to be the case as
well, particularly for low-income families (Hindman et al., 2010; Joe & Davis, 2009).
Since Mississippi has a high percentage of families in the lower socioeconomic bracket,
state policy makers should evaluate the inadequate investment in early childhood
education. If more rigorous academic standards persist in kindergarten, then the state
needs to ensure that all children have access to high quality early childhood experiences.
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Give Teachers a Voice in How They Are Measured
The study showed that perceived job satisfaction by pre-K teachers is good, while
the job satisfaction of kindergarten teachers may have diminished. This perceived
diminished job satisfaction appears to be connected to the pressure for children to master
more rigorous academic standards that many of them are just not ready for. The
participants mentioned numerous times that they felt like they had to force children to do
things that they were not able to do yet. They also talked about how this contributed to
behavior problems in their classrooms that they caused them stress. As ESSA is
implemented in Mississippi, the perspectives of these important stakeholders must be
heard and addressed. Kindergarten teachers should be able to view their jobs as
appropriately challenging and joyful experiences. This will enhance academic outcomes
for children.
Provide Teacher Supports
A major finding of this study is the pressure that all stakeholders are experiencing
regarding kindergarten readiness. One parent suggested that children needed to gain
more social-emotional competence in pre-K just so they can cope with the pressure they
will encounter in kindergarten. The teachers consistently talked about their concerns
about how the pressure to master rigorous academic standards was negatively impacting
both their instruction and the children they teach. As suggested before, teachers need
professional development to make sure that they are accurately interpreting the standards.
In some cases, it appeared that the teachers were under pressure from what they had
contrived as expectations that were not to be found in the current standards.
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An additional implication is to make sure that teachers feel adequately supported.
Mississippi has a track record of inadequate funding of public education. Policy makers
should evaluate priorities to make sure the early educators are supported both in personal
financial resources and in the allocation of resources for materials and personnel supports
for their classrooms.
The kindergarten teacher participants also talked about perceived deficits in their
classroom management abilities. Schools should engage in school-wide initiative such as
positive behavior support programs that intentionally teach social-emotional skills to
children and support teachers in their classroom management. Related to this would be
for teacher education programs to ensure that their students are provided with rich
mentoring in classroom management by skilled and experienced classroom teachers and
that schools make sure that this mentoring process continues as new teachers are hired.
Communicate Early and Frequently
A significant finding of this study is the perception that communication is
important in the readiness process. The pre-K teachers reported high levels of
communication with their parent/guardians. The kindergarten teachers also reported high
levels of communication with parent/guardians once their child is in their classroom. It
appears though that communication about readiness expectations is not getting from the
elementary school to the pre-K teachers and parent/guardians. One pre-K parent said that
when she sought out the information that she was told she would have to come back
when they were doing kindergarten registration. Also, kindergarten teachers talked about
wanting the pre-K teachers to come to them to get information about what kindergarten
would be like. Elementary schools need to develop and implement programs that provide
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information and support to pre-K teachers and parent/guardians about what they can be
doing to get children ready for kindergarten. This program needs to start when children
are entering the four-year-old pre-K classroom or before. Of course, programs will also
need to be developed to serve parents who choose to keep their children at home for preK. These programs need to provide accurate information about skills children need to
master before kindergarten entry and important practices parent/guardians and pre-K
teachers can engage children with like reading books aloud and pointing out mathematics
concepts in routines.
The pre-K teachers with classrooms based at the elementary school reported the
highest levels of communication and support regarding kindergarten readiness. Perhaps
an implication would be for pre-K classes to be based at the elementary school as much
as possible to facilitate this ease of communication. This can be accomplished in a
variety of ways including state funded public pre-K options for families, housing Head
Start programs on elementary school campuses, and developing partnerships with private
child care providers. Schools should also consider applying for and utilizing a variety of
funding opportunities including subsidies provided by the Office of Child Care, Head
Start, the state’s Early Learning Collaborative grant, and title funds of offer a hybrid of
pre-K opportunities for children in their communities.
Implement Enhanced Approaches to Learning in Kindergarten
The study participants reported a common understanding of social-constructivist
instruction being ideal for young children. This was congruent with the documents from
professional organizations and supported by the previous research. Yet, kindergarten
teachers find themselves using heavily environmental-behaviorist instructional methods.
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In addition to the implications identified under the environmental-behaviorist topic earlier
in this report, elementary schools should endeavor to pursue the Whole Schools
designation offered by the Mississippi Arts Commission. The work required to achieve
this designation would cause teachers and administrators to evaluate the ways they use
the arts as an inquiry process embedded in their curriculum and instruction and would
cause them to be more likely to utilize social-constructivist teaching methods.
Additionally, kindergarten teachers need to adopt more play-based, socialconstructivist teaching methods the will foster their students’ interest and curiosity that
will cause them to be more motivated to learn new skills and try new experiences.
Elementary principals and school districts need to provide intensive professional
development that includes opportunities to see social-constructivist methods in use and a
mentoring process and opportunity to help them engage in more experiential instruction
in their classrooms.
The Mississippi Department of Education should also consider organizing a team
of early education leaders to develop a strong “approaches to learning” document to be
implemented in kindergarten classrooms. This should be coupled with intensive
technical assistance and professional development for both teachers and administrators to
ensure is appropriate implementation.
Kindergarten teachers must also do a better job of individualizing their instruction
for individual students. Many of the teachers talked about a great amount of teacher
directed instruction with all students working on the same skill at the same time.
Kindergarten teachers need to know they have the flexibility to adjust their curriculum
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appropriately and be able to use a variety of instructional modalities to address individual
student needs and promote optimum student learning outcomes.
Provide Social-Emotional Professional Development
Another understanding of the study participants was that because academic
expectations are so high in kindergarten, children need social-emotional preparation in
pre-K. Kindergarten teacher participants made numerous comments about not having
time to focus on these skills. Parents of kindergarteners talked about children needing
social emotional competence to be able to succeed in the very structured and
academically oriented kindergarten classroom environment. An implication of this
understanding would be to make sure the quality initiatives that provide training and
technical assistance to pre-K teachers have enriched training and technical assistance
opportunities on intentional teaching of social-emotional skills. This should include a
strong mentoring component by seasoned teachers with a track record on expertise in this
area. Positive behavior supports programs like Conscious Discipline® could be taught
and implemented at pre-K programs across the state.
Also, kindergarten and pre-K teachers need to work with their students to develop
compliance with the rules and routines of the classroom. Several of the participants
mentioned this as lacking and getting in the way of mastering learning standards in
kindergarten. Elementary principals and pre-K directors need to provide specific
professional development opportunities for teachers to learn strategies to facilitate their
students gaining these important social emotional skills.
Kindergarten and pre-K teachers also should seek out the assistance of parents in
developing their children’s social emotional competence. Previous research has shown
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that parents have a major impact on children’s learning. This study showed, however,
that parents need the support of pre-K and kindergarten teachers to know both what to
focus on and how to do it.
Provide More Balanced Classroom Structures
A common understanding of pre-K needing to be more structured to prepare
children for the highly structured kindergarten classroom emerged from the data. One
implication for this would be to evaluate the rigidness of some kindergarten classrooms
and allow teachers to move to a more social-constructivist classroom environment that
promotes individual choice and play-based instruction alongside intentional skill
instruction. If this cannot or will not happen, then another implication would be for preK teachers to meet with kindergarten teachers that their children feed into to develop
more consistent rules and procedures across the settings. I am not advocating a highly
structured pre-K classroom, but simply stating that pre-K classrooms can adopt some of
the appropriate classroom management procedures from the elementary school to
facilitate an easier transition from one setting to the other.
Communicate and Collaborate with Parents
Most of the study participants specifically shared their understanding of the
importance of parental involvement. Parent/guardians tended to view themselves as
primarily responsible for their children’s kindergarten readiness and teachers placed great
value on communication with parents. This was congruent with the positions of
professional associations and largely consistent with the previous research. An important
implication of this is for pre-K and kindergarten teachers to continue their efforts to
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communicate and collaborate with parent/guardians. This means to start communication
early and keep relationships positive and strong. Teachers need specific professional
development in ways to effectively communicate with parents. This also includes
providing them with resources including technology to communicate in a variety of ways.
Concluding Statements
The adoption of more rigorous academic standards by many states has
complicated early childhood education in that educators must now focus on both social
development and academic rigor in children. The current study reveals changing
perceptions and understandings associated with the accountability measures associated
with the implementation of standards that could be used to inform a variety of public
policy and programmatic changes that will lead to programs better preparing students to
be ready for kindergarten. The implementation of the standards is relatively new and will
continue to change with the implementation of ESSA. Further research will need to be
conducted to determine both potential positive and negative impacts from enhanced
academic rigor in instruction for very young children.
I would like to offer a metaphor to sum up the findings of this study. Because the
emerging theme from the analysis is that the instruction in these kindergarten classrooms
has become unbalanced toward an almost completely environmental-behaviorist
approach with diminishing evidence of social-constructivist methods, I think about a
metaphor of a stretch of road with a ditch on either side. On one side the ditch is a
completely environmental-behaviorist approach with high-stakes testing focused
narrowly on a specific set of academic skills. The ditch on the other side of the road is a
completely play-based, social-constructivist approach. The goal should be when driving
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down the road to stay on the road. The car should never be in either ditch. When the car
is in the ditch problems emerge. A major insight from my analysis is a high level of
pressure for all stakeholder groups. Teachers need the autonomy to take advantage of
opportunities to build on children’s natural interests and set up the classroom
environment for more play-based, experiential learning while continuing to provide
intentional instruction of academic skills. This balanced approach will keep everyone on
the road to optimum student outcomes and a joy for the process of learning.
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Jeff Leffler and Dr. Devon Brenner have my permission to conduct a research project
titled "School Readiness Perceptions of Early Childhood Stakeholders in Mississippi."
The purpose of this project is to learn more about how to best prepare children for
kindergarten, so parents/guardians and teachers can be better informed about the best
early learning experiences to promote readiness. Jeff has permission to invite two pre-K
and kindergarten teachers to participate in up to two 45-minute interviews and one hourlong focus group.
Sincerely,
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Mississippi State University
Informed Consent Form for Participation in Research
For Teacher Participants
Title of Research Study: School Readiness Perceptions of Early Childhood
Stakeholders in Mississippi
Study Site:
Researchers: Jeffrey Leffler, Mississippi State University
Devon Brenner, Mississippi State University
Purpose
The purpose of this study is to explore the perceptions of early childhood stakeholders in
Mississippi including parents of preschoolers, preschool teachers, parents of
kindergarteners, and kindergarten teachers about kindergarten readiness. This study
will add to the previous literature by specifically considering how accountability systems
have impacted the perceived readiness of children entering kindergarten.
Procedures
If you participate in this study, you (a) will be interviewed approximately 45 minutes
about your perspectives on children’s learning experiences prior to kindergarten and (b)
participate in a focus group discussion lasting approximately 60 minutes with others who
have an interest in kindergarten readiness (e.g., preschool teachers, kindergarten
teachers, and other parents), and will possibly be asked to take part in a follow-up phone
interview of approximately 30 minutes. The interviews will be conducted at a place
convenient for you and will be recorded. For the first interview, you will be asked to bring
a copy of a lesson plan and photos of your classroom activities that portray your best
practice. The lesson plan will be retained by the researcher, but the photos will only be
used for discussion during the interview and will be retained by you. The focus group
discussions will be conducted at either Elementary School, the Center, or Elementary
School and will be recorded.
Risks or Discomforts
There are no foreseeable risks related to your participation in this study.
Benefits
If research can help us understand better to prepare children at this developmental
stage, then parents, teachers, and other stakeholders can be better informed about what
types of experiences best prepare children for school.
Incentive to participate
There is no incentive to participate.
Confidentiality
The information you provide will be confidential (i.e., you will never be personally
identified in the study). Data collection will be coded and pseudonyms will be used in
place of names. Only the researchers will know the identity of the study participants.
Please note that these records will be held by a state entity and therefore are
subject to disclosure if required by law. Research information may be shared with
the MSU Institutional Review Board (IRB) and the Office for Human Research
Protections (OHRP) and others who are responsible for ensuring compliance with
laws and regulations related to research. The information from the research may
be published for scientific purposes; however, your identity will not be given out.
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Questions
If you have any questions about this research project, please feel free to contact Jeffrey
Leffler at 601-310-7302 or Devon Brenner at 662-325-7119.
For questions regarding your rights as a research participant, or to discuss problems,
express concerns or complaints, request information, or offer input, please feel free to
contact the MSU Research Compliance Office by phone at 662-325-3994, by e-mail at
irb@research.msstate.edu, or on the web at
http://orc.msstate.edu/humansubjects/participant/.
Voluntary Participation
Please understand that your participation is voluntary. Your refusal to participate
will involve no penalty or loss of benefits to which you are otherwise entitled. You
may discontinue your participation at any time without penalty or loss of benefits.
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Mississippi State University
Informed Consent Form for Participation in Research
For Parent/Guardian Participants
Title of Research Study: School Readiness Perceptions of Early Childhood
Stakeholders in Mississippi
Study Site:
Researchers: Jeffrey Leffler, Mississippi State University
Devon Brenner, Mississippi State University
Purpose
The purpose of this study is to explore the perceptions of early childhood stakeholders in
Mississippi including parents of preschoolers, preschool teachers, parents of
kindergarteners, and kindergarten teachers about kindergarten readiness. This study
will add to the previous literature by specifically considering how accountability systems
have impacted the perceived readiness of children entering kindergarten.
Procedures
If you participate in this study, you (a) will be interviewed approximately 45 minutes
about your perspectives on children’s learning experiences prior to kindergarten and (b)
participate in a focus group discussion lasting approximately 60 minutes with others who
have an interest in kindergarten readiness (e.g., preschool teachers, kindergarten
teachers, and other parents), and will possibly be asked to take part in a follow-up phone
interview of approximately 30 minutes. The interviews will be conducted at a place
convenient for you and will be recorded. The focus group discussions will be conducted
at either Elementary School, the Center, or Elementary School and will be recorded.
Risks or Discomforts
There are no foreseeable risks related to your participation in this study.
Benefits
If research can help us understand better to prepare children at this developmental
stage, then parents, teachers, and other stakeholders can be better informed about what
types of experiences best prepare children for school.
Incentive to participate
There is no incentive to participate.
Confidentiality
The information you provide will be confidential (i.e., you will never be personally
identified in the study). Data collection will be coded and pseudonyms will be used in
place of names. Only the researchers will know the identity of the study participants.
Please note that these records will be held by a state entity and therefore are
subject to disclosure if required by law. Research information may be shared with
the MSU Institutional Review Board (IRB) and the Office for Human Research
Protections (OHRP) and others who are responsible for ensuring compliance with
laws and regulations related to research. The information from the research may
be published for scientific purposes; however, your identity will not be given out.
Questions
If you have any questions about this research project, please feel free to contact Jeffrey
Leffler at 601-310-7302 or Devon Brenner at 662-325-7119.
For questions regarding your rights as a research participant, or to discuss problems,
express concerns or complaints, request information, or offer input, please feel free to
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contact the MSU Research Compliance Office by phone at 662-325-3994, by e-mail at
irb@research.msstate.edu, or on the web at
http://orc.msstate.edu/humansubjects/participant/.
Voluntary Participation
Please understand that your participation is voluntary. Your refusal to participate
will involve no penalty or loss of benefits to which you are otherwise entitled. You
may discontinue your participation at any time without penalty or loss of benefits.
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RECRUITMENT TRANSCRIPT

212

Recruitment Transcript for Teacher Participants to be Delivered Verbally or by Email
This transcript will be used for a phone contact with individuals when they are identified
as potential participants. They will give verbal assent to participate followed by
completing written informed consent.
My name is Jeff Leffler. Dr. Devon Brenner of Mississippi State University and I are
conducting a research study. The purpose of this research project is to learn more about
how early childhood experiences impact a child’s readiness for kindergarten entry. If
research can help us understand better to prepare children at this developmental stage,
then parents and teachers can be better informed about what types of experiences best
prepare children for school.
If you participate in this study, you (a) will be interviewed approximately 45 minutes
about your perspectives on children’s learning experiences prior to kindergarten and (b)
will take part in a follow-up phone interview of approximately 30 minutes, and (c)
participate in a group discussion lasting approximately 60 minutes with others who have
an interest in kindergarten readiness (e.g., other teachers, parents). The interviews will be
conducted at a place convenient for you and will be recorded. For the first interview, you
will be asked to bring a copy of a lesson plan and photos of your classroom activities that
portray your best practice. The lesson plan will be retained by the researcher, but the
photos will only be used for discussion during the interview and will be retained by you.
The focus group discussions will be conducted at either Elementary School the Center for
Child, or Elementary and will be recorded.
Participation in this study is voluntary and details are in the consent form.
If you should have any questions about this project, please feel free to contact me at 601310-7302 or by email at jl221@msstate.edu or Dr. Devon Brenner at 662-325-7119 or by
email at dbrenner@colled.msstate.edu. The signed informed consent will be returned to
the investigator in person.
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INTERVIEW GUIDE
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Sample Interview Questions for Preschool Teachers
1.

Tell me what it is like to be a preschool teacher. How do you think your job is
different than other teachers?
2. Tell me what it is like to be a preschooler today. What is it like here? How is it
different than it has been in the past?
3. What makes a preschool teacher effective? How would you describe an effective
preschool teacher? How does a preschool teacher get to be effective? How does
one’s background contribute to one’s effectiveness?
4. What are the important concepts, skills, or understandings that successful
kindergarteners need to know before beginning kindergarten?
5. Are there any important characteristics that children need to possess or to
develop in order to be successful in kindergarten? Is there a priority order to this
list?
6. Are there any important characteristics that parents need to possess or to develop
in order to support their child’s success in kindergarten? Is there a priority order
to this list? Why?
7. How do you think children’s preschool experiences help or hinder them to be
successful in kindergarten? Of the many experiences children have in the
preschool classroom, which do you consider to be most helpful? Please describe
one. Why do you think that’s especially helpful?
8. What do parents need to know about the transition to kindergarten?
9. What does it mean to be ready for kindergarten? What makes you think that?
10. What types of feedback do you receive from the teachers of kindergarten classes
your students are promoted to? Why do you think you get that feedback?
11. How do you support parents in preparing their children for kindergarten? Why?
12. How does the preschool communicate about expectations for learning, academic
standards, and accountability of schools with each other and parents?
13. What advice would you give to a preschool teacher who wanted to improve as a
teacher?
14. Tell me about the lesson plan you brought with you to the interview. What about
it represents best practices in preparing children for kindergarten? Why? How did
you decide what should be on this lesson plan. Might also want a “IN general,
how do you decide what to teach?”
15. Tell me about the student work samples you brought with you to the interview.
How do they represent the kind of work preschoolers are doing to get ready for
kindergarten?
16. Tell me about the photos you brought with you to the interview. How do they
show best practices in preparing children for kindergarten?
17. What is kindergarten like these days? Why do you think that?
18. What is it like to be a kindergarten teacher these days? Why do you think that?
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Sample Interview Questions for Kindergarten Teachers
1. Tell me what it is like to be a kindergarten teacher. How do you think your job is
different than other teachers?
2. Tell me what it is like to be a kindergartener today. What is is like here? How is
it different than it has been in the past?
3. What makes a preschool teacher effective? How would you describe an effective
preschool teacher in comparison to a kindergarten teacher? How does a preschool
teacher get to be effective? How does one’s background contribute to one’s
effectiveness?
4. What are the important concepts, skills, or understandings that successful
kindergarteners need to know before starting kindergarten?
5. Are there any important characteristics that children need to possess or to develop
in order to be successful in kindergarten? Is there a priority order to this list?
6. Are there any important characteristics that parents need to possess or to develop
in order to support their child’s success in kindergarten? Is there a priority order
to this list?
7. Do you find that children’s preschool experiences help or hinder them to be
successful in kindergarten? How? Of the many experiences children have in the
preschool classroom, which do you consider to be most helpful? Please describe
one.
8. What do parents need to know about the transition to kindergarten?
9. What does it mean to be ready for kindergarten? What makes you think that?
10. What types of feedback do you receive from the teachers of first grade classes
your students are promoted to?
11. How do you support parents in preparing their children for kindergarten?
12. How does the elementary school communicate about expectations for learning,
academic standards, and accountability of schools with each other and parents?
13. What advice would you give to a preschool teacher who wanted to improve as a
teacher?
14. Tell me about the lesson plans you brought to the interview. What about it shows
the types of skills children need to be working on in preschool to get ready for
Kindergarten? Why? How did you decide what should be on this lesson plan? In
general, how do you decide what to teach?
15. Tell me about the student work samples you brought with you to the interview.
How do they represent the types of skills children need to be ready to master in
Kindergarten?
16. Tell me about the pictures you brought with you to the interview. How do they
show the types of skills children need to be ready for in kindergarten?
17. What is kindergarten like these days? Why do you think that?
18. What is it like to be a kindergarten teacher these days? Why do you think that?
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Sample Interview Questions for Parents
1. Tell me about your preschool/kindergarten student...What does he/she enjoy?
2. Does your student enjoy school? Why do you feel that way?
3. How was the transition from preschool to kindergarten (or how do you anticipate
the transition to be)?
4. Describe the ideal preschool classroom? What would happen throughout the day?
How would it be different from a kindergarten classroom? why?
5. What are the important concepts, skills, or understandings that successful
kindergarteners need to know before starting kindergarten?
6. Do you find that children’s preschool experiences help or hinder them to be
successful in kindergarten? How? Of the many experiences children have in the
preschool classroom, which do you consider to be most helpful? Please describe
one. Why do you think that?
7. Who is responsibility is it to make sure children are ready for K? Why? What
about the preschool teacher . . . What role should she or he play?
8. As a parent, what do you feel is important for teachers to know about your
student? Explain…
9. Discuss your expectations of preschool/kindergarten teachers.
10. What types of reading material do you have in your home? Why do you have
those things?
11. What does it mean to be ready for kindergarten? What makes you think that?
12. In what ways do you think the school could help you as well as other parents in
preparing your child for school? Explain… How early do you think this
preparation should begin?
13. How do preschool and kindergarten teachers know what they are supposed to
teach? What is out there to guide them, if anything?
14. What concerns did you have as your child enters kindergarten? What can the
school/ teachers do to address these concerns?
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Sample Follow-up Interview Topics
Member checking from previous interviews
Clarification of responses from the first interview
Information participants wished they had shared in the first interview
Member checking from the focus group discussion
Clarification of responses from the focus group discussion
Information participants wished they had shared in the focus group discussion
How his/her views changed in any from participating in the focus group discussion
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